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. ABSTRACT

The purpose of this manual is to provzde vocational
educatore with evaluation elements and tested models which can assist
them in. designing evaluation systems. Chapter 1 provides several sets
¢f criteria for inclusion in any.general program evaluation. The
cleven general areas for which cri“eria are included are
administrative procedures, curriculum design, staff development,
articulation and coordination, liaison activities, student-related
activities, recruitment and advising, placement and followup.
expanded opportunities, facilities and equipment,.and evaluation.
Chapter 2 discusses some specific educational concepts and techriques
which have implications for vocational evaluation, including
achievement variables and taxonomies. Chapter 3 addresses the concept
of evaluation modelss These six models are presented and discussed:

Accreditationr, Tylerian, CIPP (context. input. process, and product..

CSE (Center of the sStudy.of Evalution), Formative and Summative, and
single Subject Design. Chapter 4 focuses on procedures to design a
comprehensive evaluat{?n system which includes data collection.
Sample charts, tabless grids, and reporting forms are presented.
Appendixes provide selected sample instrument formats representing
the following categories of program evaluations: student assessment.
teacher ‘assegsment follow-up., employee surveys. and the general
category of evaluation., (YLB)
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FOREWORD 22
The purpose of thig manual is to provide vocational educators with evalua-
tion elements and tested. models which can assist them in designing evaluation
systems. Through the selection of appropriate evaluation mechanisms, Vvoca-
tional educators will be better able to determine the efficacy of current pro-
grams. Included is a practical how-to~do-it gzuide with numerous models which
can be adapted or modified-to fit any situation.

f‘ u u
Our emphasis on the use of criteria as an evaluation tool should aid in
the development of local guidelines. The selected models focus on systematic
vocational evaluation at all levels. The appendices illustrate ST;eral con-

temporary evaluation forms by which to judge both cprriculum objegtives and
1nstruct1ona1 processes. zﬂh_/,le

+
=

These models are presented to busy vocational educators So they may adapt
those which are appropriate to their oWn local situations.
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CHAPTER .1

" .

. CRLTERIA FOR VOCATIONAL PROGRAM EVALUATION

»
N [y

INTRODUCTION S

- *

¢

Evaluation of any vocational pragram or project is often.q complex yet

e > - Ey
. subjective activity. Often the evaluator or evaluating team is “inexperienced,

in évaluation and may rely on intuitive or. impressio%i.‘st—ié approaches~~despite
- . . LI

o

books, n;bnographs and articles written about’ the ‘subject. ‘0fte;n there is no
specific program evaluation model which is appropriate to a local situation.
Too, there even secems to be a résistan'ce.éo the concept of evalua\tion s‘ince
the tem;t ﬁsuq‘lly deno.tes reward or punishment. The‘writers of this -guide
recc;gnize these pfoblén]s' and attitudes. We also recognize the key role which

an evaluato; plays in the judging, of staff cor@etencé‘ and program developmeni:.

Thus,‘ this monograph is addressed sto those who are xiésPonsib]_.e for vocational

- & a
evaluation so that they may become knowledgeable about the assumptions which
4 . . -

undergird any evaluation system. Included are selected evaluation models and

- o ) N - . o -
sets .of evaluative‘criteria. All of these elements can then be used collec-
L - - - - - .
tively to build models éppropriate' to any individual situation. . -

0 v . ) N *
Some Tenets Associated With Evaluatiohn . Y

&

Evaluation, per se, and, more specifically, evaluation of,vog’ational pro-
1

P

grams must be viewed as .a process rather than as an all- encompassing proce-
o

dure. If one ﬁse‘eks "T}{!Z" "evaluation procedure, then thlat person soon dis-
Jcovers {:hat, no ’si'ngle evaluati;m procedure will ever fi;: the many facets of
_ -
LY ¢ . ' . . ) L
We s;rish to acknowledge the work of Betty A. Dhrt which is represented,
in part,.in this chapter. - ) :




vocational education.

* *

‘i?b be most successful, é%aluation annot be viewed simply as & "manage-

L]

ment tool"'but as.a means to an end--the improvement of programs ov indivigual
L ' ‘ LY 63-

performances. This assumption should help ove. come teacher and administrator.

- A

. . . i ¢ Vi
resistance’ since evaluation then pecomgs both useful to those ingplved and

- * 1

informative *to degisiqn-mhkers. Evaluation also becomes flexible “and is

-
=

N » - r .ﬂ - - - o - - ’ * L) ' + “
treated as an ongoing activity aimed at identifying’ both program strengths and
: . d - &

+ 1 . &! . *
weaknesses.§ Such a perspective also .uses -evaluation as a process for con-

tinuous redirection of terminal outcomes. The Ehoice obvioqsly involves

program directors, instructors, ;éﬁinistréﬁors'and localecitizens.

To be sure, spécific assessment and measurement procedures ave qéed to
_ ' T 0 . )

' . evaluate aq@becific'training program. But, the'éésence of such actfvities is'

-

- to provide® meaningful feedback. .

5

éfghe latter point leads to our next tenet. Evaluation must be used as an

objective element of the decision-making.process..As an aid to decisiofi-making,

an evaluator {often the’ vocatioral director) must determine the areas to be -

Dt S,

2

examined, sources of data, methods of analysis andeevaluation procedures to be

j\‘“gmployed‘invthis process. S o . -

-

L3

An evaluation plan. -When viewed as a helpful tool, the evaluation
- " % v

process provides a very important base for decisionqmaking related to the

-
-

chaﬁacteriktics, scope‘bfﬁthq operations, and conduct of the program. The
evaluation process provides, insights into what has happened (the past} and
hints -at what could be. (the future).” To implement these perspectives, at

a . .
least five™aspects of evaluation should be considered in the planning phase.

H

L]

] ' *

be evaluated. "Incluaed' in those specifications are all of the; related

First, one must formulate a clear statement about what spéﬁifipally is to ,

activities. This step requires definition and identificafion of all ﬁrograms,

’
—— ‘ L4

frogt@m‘partiéipénts, and other elements to bé observed.

.:.10".

2=

@




Second, an evaluation design' must be created that meets your specific

- needs. Consideration must be given to time and fiscal factors and the avail-

'y

, abiliry of "personnel who‘will be invelved in the évaluation process.

.Third, a decision is needed to determine how the&design plan is to be
;r" . ) hid * ’ * Q’ - . .‘ . -~
implemented. .

% - > +

. . -

i L3
T - X -

«Fourth, there is need .o’ plan‘phow the findings will be reported, to whomz

L4

they will be erorted and what deadlmes mu.s,t be met in producmg and
Sz <‘¥- )

dlssemmating tha‘ fmal report 4: & :

1 - ) E z ’ he ?f

-

L Fma-lly, a procedure must be 1nst1tuted to prov1de feedback to “those
£,

- 4

inv_folved ~in the ‘pr0gram opeyratlops_. ’I‘hls lnecham.sm will help’ to insure

dba N L]

t.

"-'pos'itive attitudes. towa rd evaluation. »

¥

+ The above overv’iew of the general phases of an evaluation program leads

to the def1n1t1,_on o)g ZO‘-‘ program ThlS usually conszl.sts of ¢ brief descr1p-'

tion ;of each voc:at1ona3. progra;n -being év#luated with already established and.

£
. - . N - T ow ' - -
defined program objectives.'r ° H . PR - >

-]

»

i

‘Program obJectlves are offen derived froma.general cr:.ter:l.a--mther stated
\ ’

“or assumed. The .latter u1t1mate1y etermmes the type and structure of .C.'.-V.Jra].;J

1 o, . 1\:

uation model most suited to your needs. To aid " in the 1det1t1f:|.cat10n of

e -
- - vy * -

critetia, we will provide a number of evaluative criteria. You may chouse or
~ - ] - ut

adapt those most suitable to your situation.” In‘ this manner, you can build

« .
Oo L]

" your own model, tailored specifically to your program needs? Our plan "will
L.

also provide elemet’l'ts for bu11d1ng of models wh1ch may be. apphed to depart-

e "l‘ -

men_tal, module and course eval_uatlons Thus, we are buildmg this monograph
. . . . \

as one which focuses on user decision-making. You must, decide .on those ele- -
-, i ' . ! B 5 l'- » .

ments which will help you to expand your own evaluation petential.’

. . - . A '

Evaluation As Blaming/ e e o
* -~ . at

Pr1or to 111ust‘rating \.valuat1on criteria models or des1gns, we would

-
u . L4

...like te note that vevaluation can- also be a planning, te‘chnigue "(decision~
R v b

v

....3-




. making; if ydu wish).
--.,_‘:__ . ) “ ' .
Planning, accordlng "to Kenneth H. Hansen (1967), - at ledst’ sim

elements which tend to be unlformly agreed upon (1) 1dent1f1catlon of the

. W

problem, (2) analysis of proglem components,q%?) statements of solutlons and“

-

alternatives, (4) soihtlon tests for reaxlty, (5) estahllshment of the
organization” to accompllsh 'tpe changes,” and (6) implementation of change

decisions. These six elements, are similar to the %?-called scientific method .
- » . .

-

L]
o

" of inquiry. - Lo ) .
. . S s .
One ma?ﬁr problems in vocational education planning is to identify the
procedures which may be,used in programmed or sequential steps to initiate the
. . . [
. . ‘s . L - )

» previously identified’ desired changes. To this end, there are several system-

atic. planning methods that can be\ used. AlLsprogram plans‘tend to require

‘ some type of Mneeds .ssessment." he exact deteimunatlon on the kinds of

-

needs and the assessment to take plaCe is trad1tlona11y accompllshed in an

: \
;ntultlve manner. anever, if s1gn1f1cant feedback is to be proV1ded, the

a s

requiremént mandates that’ planning procedures wove from an 1ntu1t1ve mode to a

rather highly organiaed and'systematiq methodf, e v ) -

.We caution‘thae "needs.assesspents" must essentiaiiywbe recognized as thg‘*
. . . ' .
1nterpretatlon of “wantsﬂ' Whénmpersons @re polled to obtain a list of
. ' . . (= .

"vocational needs," the usdal "list ¢will_ be those qoti;dties, skills, ,
cdﬁ}etencies,ﬁor con&erns vhat ‘are désired by the respeetive‘respodaentsﬁ;‘The
"Vocationai wants" listamust then be trapslated to a "needs" list; that is,
I e - . vt ' '

how do the desired ends (wants) become operational.. .
L1 . . - ‘.

Evaluation {and often .the planning) of vocational education programs
- v, . . . (‘
traditionally re11es on e%tc.xnal evaluators such as accréditation teams; ad
;{ \ o A o, ! -
hoc V1sitat1ons teams whe are - invitéd to .examine the totality of a presented

[
-t

program, or a loral adV1sory.comm1ttee./{fhe ‘reports of these teams are, by

V - '

and large, devices which tend to focus on " gerieral ‘c0nditions but not op

feedback.” - : ' : 12




The reasons for making the above sweeping indictment are as follows: (1)

the accreditation reports address themselves to generalities; (2).the criteria
by which programs are Judged tend to be very general, (3) the interm1ttent
dharacterlstlc of advisory committee reports means that at least one or more
years will transpi{f before there is concerced preparatiog for the follow-up

visitation; (4) in most instances, the advisory committee members rely on data
;hich»afg collec@ed,\presented,‘and snterpreted by the\évaluateef~hardly an
objectiv;\:ource; (5) meaningful base line data are not actumulated, nor are
, they maintained (Jl a year by yea; basis; (6) the teachera and vocatlonal
. - \ i
directors seldom.pay serious attention to a report unless it is so % ossly

A e

negative that 1t would threaten accredltatlon or someone's, Job' and (7
feedback is seldom d1rected to spec1f1c componenﬁs of the voc;hmonal program.

To alleviate the shartcomlngs of nonsystematlcklongltudlnal evaluations

NS . v
which n@glect plannlng, we again stress that vocatlonal evaluat1on must-. be
v1ewed as a contlnuous process--one that, in reallty, proceeds wlthout end'

-

¢ We quickly recognize that any evaluation is usually composed of two main

kinds of data' (1) objective descrlptlons and (2) value-laden Judgments Thé
1mportance Of the first of these cannot be underestlmated The valldity of

~

* the valﬁe judgment is dependent in large part on the accuracy of the informa-

tion" used to make these judgments. In addition, cbjective data collection -

e .
also affords a basis for denision-making and a means to_plan for implemen-
s . i ' i B

tation of value judgments.

i . )
- John K. Hemphill -(1969) established a series of characteristics which

described the process of éﬁpluation. Hemphill's list of six criteria which

:perEain to evaluation' are listedbelow. ) ;

- .
- =t

1. The problem is determined .-by the situation and RQecause ‘of its com-
- T s - ey e . }
plexity may involve many definers. \\
- . . : * 5,

2. The ‘task.of evaluation is to test generalizations raﬁbgr than a set

» W Y

\‘-.
13

~5e




of specific hypotheses. The absence of verifiable and empirical knowledge
must often be fillea by relyiné on judgment and experience. |

" 3. Value judgments are appropyiaée at all ségges of an evaination study.
4 Each evaluation Qtud& ié_unique to a situation and can seldom be
replicated.

.

5. Data collection is_detérmined by feasibility and vaiue judgment.

6. Randdmization is extremely difficult or imp:actical to accomplish.
Only superficial or selective control over the multitude of variab}es is
possible.

When applied to vocat;on&l education_evaiuation Heﬁphill's six criteria
'illustraﬁe a pragmatic view based upon consideration of specifié situational
éoals and conditions, i.e., local conditions.

Subjectivity is an element of any evaluétion. The, "art" of evaluation is

[

to blend the objective and'subjective for thé betterment of the Program. What

could bé included? Let us examine that question next.

SELECTED VOCATIONAL PROGRAM EVALUATION CRITERIA

.4

Several sets of criteria for inclusion in any general program evaluationm

ry
ave listed below. Choose as many or as few criteria as you deem necessary for

your evaluation plan. To provide fo; a complete, vet not totally comprehen—'

sive, program evaluation, criteria are listed from several areas. The

L] o » bk

criteria ‘may be. compiled and then converted into an evaluation instrument
which could sexrve as an effective tool for measuring various processes,
products, inputs and outputs. In this section we have identified only 11
program areas. These eleven geﬁeral areas include selected criteria for the
following: : . o . .
. . < :
1. Administrative procedures

2. Curriculum design

3. Staff development

LY




-

b, 'Articulation and coordination

5. L1a1son act1v1t1esh
6. Student-related activities
7. Recruitment and advising
8. Placement and follow-up

9. "Expanded opportunities
10. Facilities and equipment ‘

5

11. Evaluation

1
-

While these areas could be expanded greatly, we are providing a few

criteria which seem general enough to warrant universal application. In later

chapters of this monograph, we will address specific processes and ‘sofe .

procedures by which to evaluate courses, modules, projects and programs.

The criteria which are listed below could also act as a check list with a

continuum of responses so that you might determine a relétIVelf_‘accﬁrate

profile on a ‘broad spectrum of vocational program elements. Or, you might

simply use the’ criteria as a "yes" or "no" list of functions that are or are
Y A :

not currently performed. i

Criteria for Administrative Procedures

1.° The procedures by which Programs may. evalve are written and made

avallable to students, teaéhers, administrators and counselors ;' f
-\ 4 .

2, Appropr1ate,léyels of resources (money, space, tlme) are planned and

'\r.a-

allocated for all vocat1ona1-techn1ca1 programs. - f
b q_‘r - -I
3, . The decis1on-mak1ng environment gexemplifies an interact1on among

administrative staff, counselors, vocational . teachers and other SUbJeCt
teachers.
" 4, Vocational programs are supported by the board, administration,

*

counseling staff, teachers and students at least equally to other major school

__programs.

»

-?-o
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Criteria for Curriculum Design

»

1.  Vocational pfograﬁ- objectives are systematically re-evaluated to

determine if changes are “needed to reflect the current stq;e-of-the-art:

2. Trogram objectives and requirements are known and supported by the
facuaty and oiher students. b

3. frogram projects have felétionships to other subject areas.

4. Opportunities exist for integration of both females and malés into
the totality of all vocational training programs. »

5. Opportunity is provided.fgs;gpmpletion of a‘defined program forlthqse
entering the.ﬁrograiﬂ‘

6. Curricula are kept current .hrough sufveys, advisory committée feed-

back and community employment opportunities.

7. Consideration is given to factors_which_prevent_students from.r A= .

pleting programs--absenteeism, tardiness, behavior problems. €
8. Instruction is geared toward individual ‘development based on some

L.

individual assessment of needs and abilitie%;

. ,
9. Progiam goals include ethical staﬁﬁards and pract{ces.
10. Communic;tions and human relations are‘integrated within instruc-
tional subjects.
* -ii. Vocational youth orgénization activities are included in the instruc-
tional and vocational experience programs. .
| 12. The work ethos including skills, knowledge, attitudes, and pride in

quality work surrounding any specifi¢ occupational segment are found in class-

work, laboxatory or experience‘settings.

13. Teachers regularly visit training sites to kgep up-to-date,

14. Written training plans are developed for each student which account
for the individual, general, or vocational objective and proposed occupational

experience program.




15. Individual student program outlines.(objectives) cau be altered or

- - éhangéd__to“mbe_“hrought__intp__line with performance through student-teacher
conferences. s
-]
16. Actual experiences in the occupational field are provided through
o .
. cooperative efforts or simulated settings.

17. A combination of directed vocational experiences and/or simulated

experiences are provided in appropriaté clinical settings.

18. Each student may -choose an appropriate course of study with coopera-

tive guidance and counseling services being offered.

Criteria for Staff Development.
% *

1. Administrators participate in local business, civic and labor organ-

- Ll

izations,

.Y 2... Inservice- programs -attempt to integrate ‘both sexes for "Contimial

:fﬁfofessional development..’
’ 3. Teaching staff~meet appropriate state certification requirements for

AT :

" i*the speciaylareas in which they teach, have recent%y completed ocqupational'
expefience, are ﬁroficieﬁt in those skills being taught, and engage in pro-
fe;sional growth activitiés.

‘ 4. Inserviqé eduéation and staff development programs are provided on a

regular basis to provide for teacher assistance and training in hreas-qf need

_new areas.
&

5. First aid and emergency heésgres are offered as part of the continual

4

or those emerging as

-
- -

staff development process.

Criteria for Articulation and Coordination

L]

I. Complementary objectives. and goals are developed within the total

educational program. .

1
L]

2, Teachers have support of specific advisory committees for the course

¥

Eontepf and vocational techniques being utilized.

-9-
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3. A transfer system is available to ensure smooth transition with

.. little or no loss of credit from one school or program to another. -

-

4. General education aspects of the educational program are articulated

L

within the vocational program.

&
=3

" Criteria for Liaison Activities

1. Conferences for students, teacherseand parents are a part of the

program.

-

2. The Advisory Committee provides up~to-date information on current

trends and developments in the community as they relate to vocational-technical
programs. . B

5
1
. . . . A .
3: Advisory Committees with adequate representation of\the vocational-
. ¢ .

e

technical fields are organized, . functioning, establishing -standakds and - -

designing evaluative criteria for the program.

[P

4. Advisory Committees help to place students and graduateikinto jobs.

5. A’ community occupational employment assessment is conducted system-

-“atically to determine employment opportunities.

L3

6. Emplo&ment’trends and needs of the community are dctively reviewed by

vocational staff which include teachers, counselors, administrators. °:
. . i

- i

7. Support for vocational programs coﬁgx“ffmn employees and business

>
agents in the form of recommendations, employment ahq\szferhgﬁppagg:

8.. Resource persons from all vocational areas are invited to assist in

-4
- - - ! - 'IJ“ - - r
acquainting students withycareer opportunities.
. 9. Vocational teachers act as liaison persoas with the community and .
" -assist in conducting community relations. .
\ - . v ¥ ’

10. The program attempts to dévelgp personal and occupational develop-

. ment, efficient and safe work“habits, and positive attitudes toward work, as
i

wel)l as sound employer<employée relatioaships. .




Criteria for Student Related Activities

fr

1. Students are encouraged and prepared to participate in future follow-

up surveys.
T2, Extra-curricular activities are available for vocational students as
= -———~---yell: as-other -students. ----- - I IERE— S e e e e

3. Opportﬁhities_ are provided ‘for student leadership development in

-

» %

conjunction with related vocational organizations.

-
L]

4, Activities of the vocational youtﬁubrganiqations tend to be planned,

»

implemented and é%aluated'by students. . T

“

5. Vocational youth. organizations are open in membership and partiéi-

pation to all students regardless of sex or racial origin.

6. - All student organizations have supporting and advising services of

N

the faculty and administration. ) |

L}

Criteria for Recruiting and Advising
I. Teachers and students have sufficient understanding of tests and the
meanings of the results so that the advising process is enhanced.

2. Appropriate vocational counseling assistance is available for

)

students so that asPirations,}‘interesté,

-

apEitudgs, and personal physical

" ¥
limitations may be reviewed against the availability of occupational choices.
- « '
3. A system of referrals gg'vocational-technical programs is developed

1™

<}with teachers, counselors and community members.

“ 4, Career occupation information, inéluding vocational-technical occupa-

- tions, is developed and made available at all appropriate grade levels.

%. Any conference involving students, their family and instructors’ is

summarized and filed with appropriate confidentiality.
. ' 4

6. Recruiting methods are utilized to insure a continuous flow of
students with appropriate interests and aptitudes which can insure fyll util-

ization of the vodational resources.




Criteria for Placement and Follow-up .

*

1. Students have access to the job market through a wide range of entry

e e m e e e - R -

mechanisms. .

2. Placement services, aviilable to all graduates and alumni, are
organized—and provided by the school.

3. A rglatively high percentage of the graduates are placed in the

vocational field for which they are prepa;ed.

4l ,Job opportunities are li$ted and updated so that students may utilize
L S

the information. B

S

5. Follow-up surveys of graduates are conducted to determine employment

! r L}

status.

Criteria. for Expanded Opportunities®

ﬂHEHEontiquing education classes and activities are provided to those

already in ;héMWOrk‘force.

—
2. Access to ongoing Vocational programs is available for those wanting

e

to re-enter the work force or to upgrade thETr“vocagignal skills.

—
-

3. Provision is made for the full acceptance and ihtég}ationuafﬁgdult

q - T ——
students returning to the educational scene.

«+ 4, Open access is provided to all vocational programﬁ.for those class-

-~

ified as handicapped. Appropriate support and special services are available

to ensure an adequate siccess rate for handicapped students.

) .,
5. Open access is provided for all students from ethnic minority groups.

6. Oqen access is provided to women for training that has been trad-

itionally provided to a maie 2udience. ' . ] T

-

7. Provisions are made to recruit and -integrate women .into Vocational

- L " e ™ - o u -
programs. . ' .

*Several of these criteria may be appropriate only at post-secondary
institutions. : Te * .

L




Criteria for Farilities ‘and Equipment

1. The supply of equipment (including tools, supplies, machines) is

sufficient to conduct a quality program.

2.f Physical facilities, equipment and instructional materials are appro-
- " IJ u ) ’- -
prlate;to the occupational groups included in the program.
J . ' . .
'3} Adequate working space and storage facilitiés are available to each

£l -

| _ )

student. -
. - v N - . -
4. Textbooks and other instructional materials are systematically

SBlE%tEd current and. accesslble-to—students S T

}5. Safety checks and regulations &e adhered to at all times.
Cr ti

ria for Evaluation

&

1. Data are obtained from follow-up surveys to provide evaluative
criteria by which to judge educational objectives and -improve the quality of

sff rings. ‘ -y
; 2. A plan ‘for continuing aad systematic ‘internal evaluation is estab-
H o e " ' ’
'lighed. . . " : ' . - .
. :
£ - . [ L -
“ 3. Representative groups actively participate in occupational needs
; i _
qsfessment, program planning and :evaluation. .

4. "All. levels of participants (students, parents, teachers, ‘community

Al a

buslness leaders) are 1nvolved in ongo1ng program evaluat1ons.

5, 0n301ng evaluatlons are establlshed for obJectlves, conttent, methods,’
¢

-

out cemes and student performances.
~ ’ '
. 6. Individudl- development 1s'promoted through the use of evaluatxpn of

individu ro ress toer individua 03 s as we as a compar son With other
daxpg d individual goal 11 i h oth

r
¥

students’.
7.° Student valuations. are conducted regularly on work attitudes ‘and
e .

hab1ts, occupaf1ona1 ayelopment and relat1onship with employer.

" -




8.

£

. culum changes.

. In Cldsing

» . The above list is gpderal in scope and*h@dresées several general elements

5 - ’ ~ " ) ) )
for program evdluation. . The list is incomplete; yet, it illustrates the kinds

of criteria that can be established by wh%gh to design and conduct general

program. evaluations. Now, let us discuss some selected evahlatmn-related

techniques-which can be applied to vocational 'education.
H - . 2 . .

" REFERENCES

Hansea, Keaneth H.'. "Plabzing for Changes in Education:" In Edgar L. Morphet
*"and” Charles O. Ryan, Eds., Planning and Effecting Needed Changes ia
Education. Deaver: C1tat1on Press, 196:, pp. 23 34. .

Hemphill, Joha K. "The Relatlonslnp Between Research and Evaluation Studies,"
. .in Education Evaluation: New Roles, New Means, 68th yearbook Part II,
National Society for the Study of Education. Chicage: University of
Chicago Press, 1969, pp. 189-192. .

L]

-

OfIich,-Doﬁald C., Dale G. Andersen, Celia Chally Dodd, Llana Baldwin and -

Betty A. Ohrt. ©Evaluatioa Models for Vocational Education. Olympia:
Research Coordinating Uait, Washington State Commission for Vocatmnal.
Educatlon! April, 1978, pp. 111

R ha

N




CHAPTER 2,

4

. USING EVAIUATIOH RELATED TECHNIQUES IN VOCATIONAL EDUCATIOH

~ s ’ o " _
Just as one major component of vocational education is teaching, another

is evaluatingg This chapter discusses some specific educational.concepts -and
» M . & ‘_ -.
techniques which have 1mp11c§tlons for evaluation. "As waé'noted in Chapter 1,

‘the-plann1ng _process is a critical eleneﬁt in the systemat1c development of

any Vocgt1onal education program. - Now, we present a few selected concepts of

the ‘evaluation process. The achievement varlables of evaluation w111 be the

b ]

focus of,the first discu331on. o v

ACHIEVEMENT VARIABLES

»>

Achievement Tests - s .

Achievement tests are constructed teo as%esg.a student's terminal- behavior

or the expected behavior or attainment of the studentuafter completion of"an

M

assignment, unit, module or course. - Achlevement tests are developed to assess ™~

- -
&

the degree or qua}.:l.ty to whzl.ch‘ the desired behaV:l.or or performance takes_ )
4
-place. Such test scores .show a level of present skill'development. Ach1eVe-

ment tests are contrasted with aptitﬁde'testé which measure qgrelationshfp

-

between present performance or, behavior and. future acqulsitlon of krowledge

.-
s Pg; - .

and/or skills in a specific area. In short, aptitude tests are constructed to*

. predict future success in .some specific area. In vocational'educatiQn, the

major stress is usually on the here and now, not the future; this, achie&ement

_test1ng ne&ds some elaboration . T s ’ \ v .,
o

Ach1evement scores prov¢de two types of 1nformatlon- 1) the stuaent s

-—

level of skill andfor knowledge relative to an established lével of mastery,

~15=




and (2} the relative-ordering (rank) of the student's score in relation }o the

) &
rest of the class. Robert Glaser (1963) refers to the first type of informa-

------.._.__-.
———
‘—-—----..—4._-.-_
——rms

LJ

u

ted measures @nd'states,that these measures depend
upon an absolute standard.of quality. This meaﬁs that the student either has
ot has not acquired .the pre-determited mastéry level of the skill., The ?eg;ee
-of Skili attainmeﬁt.is usualiy stated in some descriptive term. The second

¢ . ’ * I - . =@

type of information is usually referred to as norm-referenced since it com-

»

+ & . .
pares a student with other student$ in a select group.
- b4
"‘““MxJ : Glaser refers to the student's level of achievement as occurring some-

where on a&%ypotnetlcalecontlnuuﬁ of knowledge or sklll proficiency ranging

Jad
from zero (The student cannot performoa specific weld, repair a typewriter,

o -

© N\
balance a budget.), to mastery (The student can perform a, specific weld,

‘tepair a typewritgr"qt balanée a bud;ét.).

Geﬁetally,' échievemegt tests are normﬁrefereqceq. However, there has
‘eméréed yet-another major emphasis, .that of criteriﬁn-referenced tests. Lef
us examine them. and their logical extension to the concept a{ mastery. .

Crltquon-referenced tests (CRT). Marvin C. Alkin (1974) notes that

*

three definitions of criterion-referenced tests exist with each being applied

LY

B

in varying citcumstancese. The first def1n1t10n is that of Robert Glaser and
¥ -

i
Anthony J. Nltko (19?1) who refer to a criterion-referenced test as one that

is 1ntentiona}1y designed to produce scores which may then be directly inter-

&

preted regarding previously specified performaﬁce levels related to mastery of

-

the subject.. These performanc° levels are established, through the definition

"’"‘”h 3
of “the domain dt _group of behaV1brs~or sets of knowledge whlch the student

-

sshould be ' able to perform or know at the end oﬁ a unlt, module, or course.

. -

*The second definition is coined by MaJor L. Harrls and Deborah Miller

Stewart (19?1) whé write that a "pure” cr;terlon-referenceh test is one wh1ch

£
"




>

T

- 1

contains items drawn from the domain or glass oy behaviors defined as necess=-
Y - .

ary for, mastery of the subject. The CRT coptdins only a sample of behgbiorjs

{ ' +
or sets of knowledge drawn from the domain of reference. The students score

S \ s
indicates the level of student success Pf mastery of the domain behaviors or
. knowledge’. ‘ ) . -4 o p

-~
-

W. James Popham and T.R. Husgkl(lgég) report a|£hird acceptable defini-

tion in which%a CRT is used to determine 2 student's status regarding a per-
' %

L4

formance standard or a set criteriou.’ Théy suggest establiiggng the student's

* performance in relation to the subject's mastery.

.

-

These thgee definitions may differ in the constraints which are pléqed on

»

the criterion-referenced test, but they share three common characteristics:

. 1 . : ’
(1) common .concern relative to test organization, (2) selection of the indivi-

dual test items, and (3) assessment in relation to a pre~determined set of

- performance behaviors or. criteria, . ﬁ? o 2

&
¥ 2ry. within criterion-referenced °tests is the concept of
. Mastery. Assumed . . 2 ‘ d . Pt ¢
mastery. ~Defining mastery has been and continues tc be a problem for all
vocational educators. Mastery learning has been defined in a variety of ways.
“ 1Y Lo . -

Benjamin “S. * Bloom (1968) - summarizes the basic premise by uniting many
N . e . . 1‘. ’ -
+ _approaches. He observes that if a normal distribution of student aptitude or

}'potential ié,assumed,_i.e., a large number of students have average potentiall

. N N . *
Another. assumption is that a smaller number have either more or less than
T LY ¢ - . i ' . - -
average potential. The' type and quality of instructipn PLUS the time allotted
e : N s S e e “ Lo
for learning to occur is adjusted.to meet the individual needs and character-

. s . _
istics of these students. If one combines z11 these -assumptions, then most of
. 'y

the students should .be expected to attain .2 mastery level of the subject.

~ Bloom notes two types of mastery. ' .o o
8 _ ‘

The first is that the mastery of a gkill or set of knowledge allows the,

. ’student to transfer the learning to 2 new situation, Given 'z hypothetical or

25




— T T
[ o,

real situation where a weld is needed, the student will select the appropriate

one for the materials and situation. ° = T | o ;
N ‘, \.‘ \ \‘\

The second type of mastery refers to the percent or number of items -~

. \ [
pasﬁéd on a test. The instructor sets Bu percent as the-mastery level, and

N

,the’ students attaining that percentage on the test are cons1dered to have
reached mastery. ' o0 \ ' -

-
-

- ¥ A i ' ’
Related%'to these two ti!pes. of mastery is,_thef'*pro'blem of whether to base

1

mastery upon the selection of a correct answer or the product1on of an answer.

An example of. this. problem is’ the select1on- p’f an &ccuratelwwrltten or p1c-
o . L3 )
torial descr:lfptmn of a proper wel‘d as opposed to the actual prod'uct1on of’an
G ‘ r

accurately written or p1ctnr1al descr1pt1on of a proper weld. To be consis=-
q .

}
- tent, if transfer of 1earn1ng is to take place, then the student should actu~

ally be able to produce a proper weld in a variety of situations. ° "
% - - ’ . ' " ! . .:
Other scales. Major L Harris (1971) establishes five measure@ent scales -
. ; Sy T . N
which he felt were directly interpretable without referring to. the scores of |

LY

.otper students. Four of tne scales are easily applicable to vocationalk educa~

a ) " ‘ \l. .
tion. The mastery level of these scales maygbq determined on'a subjective

A 1 v - * [

¢ basis according to)individual instructer decisions.' Four of Harrjis' scales
- Lo . i ! ' ‘ 5 ¥ ’ '
are listed'below. E < ‘ o ' ‘y o &
w N . . d | -
1. Rate scale--The amount of. time a student takeg to finish a spec:|.'£1c

LY

task, e.g,, 15 mrnutes to complete a spec1f-c task. <

3

S ' ’
2., Sign scale--The student can or cannot perform a specific task and

-
[

does or doesn't achieif mastery of the task. For éxample} can the student
" - ' . . : " '
produce a specific weld or balance a wheel, on a single-item performance test?

. ‘ot . ' [
3. Accuracy scale-~The number of times, proportionately, the student

successfully compietes a specific task. For‘example, the studenﬁ‘aécuratelyl
) ha]y:mces a wheel in three of thé four, times that the task'_is'a_ttempted. N .
. L] . L

TA. PrOportion scale-~The portion of a group of tfest items, selected-from

L4
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a previously defined domain of mastery*RegfgsmancesT—inﬂwhich_g_ggudent has
SN ] N E
_ shown .mastery (knows or can perform). For example, the student can perform
thrze of four different types of welds.

Assumptions of CRT and mastery.l ﬁssuﬁeE)under the concept of mastery and

»

[

R :
triterion-refegznced tests is the further assumption that there does exist a

domainh of correct responses, performances, or behav1ors A domain of refer-
™

ence-for'appropriate behaviors relative to a specific content areaeneeds tn be
thoroughly defined. This domain should not be confused with'the COgnitive,;
psychomotor, perceptual or affective domains as defined by Bloom (1956)

) Simpson (1§36f; Moore (1967), and Krathwohl (19§4). These will be discussed
later. Carelul delineation of the domain of correct behaviors assists in test
cgnetruetion' an& student’ eveluation. When using "domains," specific test

items are referenced directly to the prescribed correct behaviors which have
been defined as components of mastery. The components of instruttion may be
linked to match the student learning objectives with evaluation techniquesf

This actioii would-be applying the concept of "domz o referenc1ng.

Problems of mastery. The concept of mastery learning has at least four

E

unresolved problems: (1).a working definition of mastery does not exist; (2)

setting some perCentage p01nt as a mastery level without determining criteria

" - 4

for establishing a mastery standard is arbitrary; (3) *ne use of gne score es
"the indicator of mastery does not account for the wide range of student-

abilities and needs; and (4) the whole of any one skill cannot be feasiﬁly
; , . ) ¢ ]

evaluated, . ) . RN oo

- .

}(f\Another concomitant problem of u31ng a mastery approach and also one of

RT is that there 1s total convergenée of the specified learner objectives,

b .

the performance of the learnexr, and the evaluation. For example, in voca-

-

£ .
tional educational classes the emphasis is usually on the - completivn of some

"hqnds.on" activity, skill or product. ("Experiential" is the proper term.)

El
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While,we have discussed at gredt length the use of various written tests

as evalustion £0615; We must-note—a.caution. The term "Certified Mechanic"

means thag é mechauic voluhteered to take a rigorous written examination to
test Hié or her kncwiedge about the trade. The tests are no¥w nationally
administered through the Natioﬂgl Institute for Automobile Service Excellence,
a qon-prbfit corporation based'in Washington, D.{. The tests are developéed

¢ and administered through the Educational Testing Service (ETS) of Princeton,

New Jerse?. In addition to passing the examination, a mechanic needs at least
” . 3

two vears of éxperience as a mechanic.

What we wish to illustrate -by

the above example is that most mechanics,

&

if not nearly all, work af—Benjamin S. Bloom's cognitive level 3?“application.

- - we

However, the test, being a paper and pencil type, cannot test application, per’
se. Through a series of implied and inferyed assumptions, if a mechanic can

pass a paper and pencil test, .then that mechanic can certainly repair. an
. B L

.

automobile. Quite obviously there is a discrepancy i the manner in which a

mechanic -truly behaves on thé job. Mechanics repair automobiles; they do not

LY ]

‘s  take paper and pencil tests yhen doing so.

Ihe creation of actual pgrfoimaﬁce testéiwhinf aré c;hverted t§ paper and
pénci} tests takes_aggréat-deal of tige, JLhow Tht, skill and creativity. By
the éay,‘multiplg choice tests .are easily‘édﬁpted to meet mosf_vocational
'educaﬁion situations. Our concern is that the students have experience with

paper’ and péncil problems ..milar to the testing conditions--prior to ever

+ #
-

taking the tests! < SR

Td'@o a better job of testing, there are at leasc three major aids--the

80 called ?Taxonomieq.“ Let's focus on them as means of improvidg the evalu-

- -

ation process.

-

« *  TAXONOMIES .

-

.Different types of learning result from different learning experiences.
’




A vocational teacher who plans to teach (help the student to learn) various

outcomes must plan, execute, and evaluate accordingly.

he-eoncept~o£_laxgnogl

The concept which undergirds all taxonomies as decision-making too s"is_'_“—*-—-—-

.
+

f-’
s1mp1y thiS not.a11 teacher or student  behaviors are “he same. Some are
d1fferent from others and, accordingly, elicit different responses from the *

student and teacher. That is, if the teacher acts differently, the student

will reppond in different way3. From this we might infer that the studént

then is Pearning.

Teachers may be observed by the different actions they perform These
actions "might be formulating performance objectives, or they might include

guestions to be.asked or test items to be administered.. Within these‘clusters

» : B

of teacher actious or bebaviors (performance objectives, questions, test
items), not all actions are the same. To.illustrate, there is a great differ-

_ence between the questions: "When did Henry Ford invent the Model T?" and "Did

L]
Henry Ford really invent the automobile industry?” One way of examining these

differences is to apply the cognitive taxonomy, often referred to as "Bloom's

Taxonomy The taxonomy is basically a classification system which educators
an t .
can use to observe, compare, and evaluate performance obJect1ves, questions,

PO

- written materials, and evaluation methodolog1es (tests). But, first let us

"

discuss the concept of learning/teaching taxonomies.

What do we mean-B? a:taxonomy? A taxonomy is basically a_classification

r

v .
system, a way of grouping selected objects together such as plants, animals,

L4

performance objectives or questions. But we consider a taxonomy to be somer

thing more tha1 Just a clas31f1cat1on system. What differentiates a taxonomy”
< from a clas31f1catlon system is that a taxonomy is hierarchical in character-

istic; that is, a taxonomy is a classification system with a hierarchy of

classes. WNot all the classes are at the same level; The method by which the

¥
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*

classes are arranged in a hierarchy depends upon the organizing principle aad
o

‘lll .
the type of taxomomy.. i
13 - 'g Ll
., > In the taxonomy of the animal kingdom, the phyla are arranged according

_to évolutionary complexity. Thus the phylum Chordata (animals with back,

.

bonesD is higher than Porifera (sponges) which is higher—than Brotozoans. In

i

Bloom S Taxonomy, the organizing principle is that of EOmplexity. Higher

levels in the taonomy are assumed to be more complex than the lower levels

In add;tlon, the higher levels in Bloom's Taxonomy build upon the lower levels.
| . -

! - ' .
If a student can perform at the third level (application) then we also assume
-performince at the two levels (comﬁ}ehensioﬁ and knowledge). More on this

later.. |
i

Whaé is meant by cognitive domain? To simplify matters, educators have

i

d1v1ded the types of learnlng whlch take place in the schools into three

'1
areas: - Psychomotor, Affective and- Cognltive

o\ ‘5 :
The Psychomotor Domaln, as_you may recall, deals with the manipulative or

motor-ski l\ﬁrea (prlntlng, wrltlng, w1r1ng)
The ffective Domaln deals with attltudes, interests and values.
ognitive Domaln concerns knowledge ‘and Qhe development of intellec-

tual abll't‘e? plus some skllls Most of the time,’teachers at secondary

concerned with the "Cognltlve Domaln" because, traditionally, that
I
4 ]
is how the have been trained to evaluate..

L

How cgn thL taxonomy be used?- Teaching can be env1s1oned as a triad of

acts: Ob eqtives lead to evaluation which is related to the teaching act

which is d'rectﬂy related to the objective. This process is cyclical and, in

n
theory, never ending.
. 1

.
-

In th abov% model, the obJectlves wh1ch ‘are formulated should determ1ne_

8

the teachlnF procidures and the evaluation procedures. One can use the taxon~

. omy in eaf('i of these processes: _in formulating objectives, in developing

«gd=
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’

classroom questions and learning exercises, and in constructing evaluation

) .
instruments or methodologies. ¢ . e

Using a Taxonomy in Vocational Education

For. educational tools, such as thg:taxonomieé, to be worthwhile, they

-

must be useful in the following'ways. You may even waprt to add your sug-

gestions to—this-list. ] . :

1. Range of objactives. A taxonomy provides a list of possible ranges
4

- A
of objectives available in any subject. A close examination of the categories

may keep a teacher from over-emphasizing one'level; such as the knowledge

level. . ‘

2, Sequencing objectives. An analysis of learning tasks will indicate

- -

to the teacher the learning experiences. necessary for the student to obtain

the intended outcomes. The taxonomy provides a means to sequence learning

-

from simple to complex outcomes. Sequencing also aids in determining the .

order of presentation,

3. Reinforcement of learning. Since each lower category of the taxonomy

is subsumed by the next higher category, reinforcement of p%evious learning

occurs if learning experiences are properly sequenced, .

< 4, Cognitive structure provided. ~Facts are presented o students in a

cogniiive structure by being related to concepts, applications or problems.

.

Students are relating facts to larger constructs instead Of memorizing

isoclated facts.

M ) . . +
5. » Congruency. Once an objective (or question) is written and classi-

. ]

. - *
fied at a particular level, it aids the teacher in selecting more appropriate
. - . ] ~
3 v N . 0
teaching strategies and evaluating techniques which coincide with the level of

the objective. If an objective is written at the applicatiom level, learning
. ' 4 :
experiences for students must be provided at the application’level. Further,
i3 . s - -

. students should be tested or evaluated at that level. If the goal of a

-

| -23-

3

-




particular Vocational Education. course is to teach a person how to asssemble

circuits, then the teaching activities should be aimed‘togard that goal and

~

the evaluation.should match. In, such an example, a paper and pencil test is

incongruent with the learned behaviors.

=}
. -

6. Diagnoses of learning problems. Should a studeént not -achieve the

intended outcome at the level specified by the teacher; the teacher can sys-

tematlcally examine at which level the- student is encounterlng the learnlng

difficulty, and thereby prescrlbe adﬁifibnaihexperlences to help*the student

overcofe a spec1f1c learning deficit.

£ w

" 7. Learning to learn. Students are able to pe;ceive that learning can

be seQuenced'according to the relationship of the categories to each other,

L

obtaining a-model.of learning, which- they, too, can use when they leave the
P

classroom.

8. Designing appropriate test items. Teachers who understand the prin-

ciple of fairness will be quick to use the taxonomy'aa a’ self-evaluation of

-

There is evidence to show that most teachers at most levels téach

L]

‘test items.

at rather low levels of thinking. Yet, tests are often.constructed at higher

This is not fair to the students. A teacher can match

levels of thinking.

. .
learner objective with the test item to determine if the test 5%proximates the

level of the objective. This isan application of the concept of congruence.

e

9. Decision-making. By using a systematic method of analysis, s*you can _

L]

decide where the learning will lead and how much time to devote to establish-

ing meaningful prerequisite skills. A taxonomy can thus approximate an

R . ‘ .
instructional road map. N . . o ¢
-

* s

Figure 2-1 illustrates one way "f using the totality of the domains to

determine the kinds of functions which are needed to implement specifié evalu-

3

ative tasks.

-
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o L. . for the Comprehansive Coroer Education Model, Human Resouress Resaarch Drganization,

Source: Yegl, Ken, &t al. The Design and Evaluation of Vicationsl Technicel E-otmﬂon Curricuis Throuph
Functional Job Amalysis, HumRRO Tachnical Report 71415, June 1971, Cited from: John E. Taylor,
Ernest K. Montegue and Eugene R, Michaels, An Occupational Clustaring System snd Curriculum impiicstions

Tachnical Raport

Lt 72.1, Alaxandris, VA, Janusry, 1972, p. 12. Public Domaln Document. .

Figurs 2.1 .’ Three-Difensionsl Represantation of "I'lxonomy

“25.

33




'Levels of -the Co ogn 1t1ve Taxonomy

L

Accordlng to Bloom, et al ) there -are 'six_wbagﬁp levels of cognitive

-

learning. They are arranged in descending order from the lowest levol to the’

highest: <

1. Knowledge--remembering, recall or recognition
.Compfphengfon~-understanding a concept or principle

Application~~using information in unique sitnations

Analysis-<subdividing an aéﬁect into its component parts

" Synthesis--creating a whole from parts
6. Evalpation--judging via a set of established criteria

An Analysis. of the Cogn1t1ve Taxonomy
__‘—-——._________‘M -
’ Bloom' E“Tﬁvonomyﬁhanbeen used ‘as an analytic "tool" since 1956, and an

— .
———

evaluation of the taxonomy in relat;on to classroo“‘nse~and*ogg§g relat~d

0-"‘*—«..

research seems appropriate. Such an evaluation would not only point out areas-

of concern, but limitatiens-as well.

L3
-

On the plus side, the taxonomy has gained widespread acceptance-in voca=-
tional education and has proven to be a useful tool for curriculum devel-
opment, .textbook writing, and instructional and evaluative planning.

Though.research for the most part has validated the hierarchical struc-

<

ture of the taxonomy, this same research has raised several questions. The

quest1ons seem to'be focused on the lower and upper ends of the taxonomy.

»

However, the questions posed should not overshadow the practical utility of

-

the taxonomy. Further research on the taXxonoly shoq}d prove .instrumental in =

-

. refining a valuable educational tool with direct implications for- curriculum

-

decision-making by the classroom teacher.

This and other cognitive taxonomies provide a convenient reference system

L

for vocational teachers at all levels. It is more difficult to provide educa-

‘tional expériences at the analysis,'synthogis and evaluation levels.. Perhaps,

-

~26- 3.4 ' a
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vocational :educators must simply place more emphasis on application than on
- ’ ' " % \\
the three higher levels. °This ‘does not imply that vocational teachers should

Ls

not attempt h1gher level areas. Yet, we suggest that vocational educators\

“attempt the latter three to the utmost since the students should have the \\\'

K

- e ) S, 4 )
basic competencies to accomplish higher. level skills.

1The.one major contribution to teaching is.that use of the taxonomy brings

to the cognltrve.awareness level the fact that teachlng and learnlng can have
a structure. But, the teacher dec1des what the structure will be.

"The Affective Domain

Whnie the Cognitive Domaln céncerns those "1nte11ectually" related goals
p o
of the schools,- there is yétuanother domain which 1e1aLes to feelings, atti~

\— —

tudes and emot1ons--the Affective Domain, The latter may probably be more
1mportant than the former but not-in our *industrlally or1ented soc1ety
/

Productlon and attalnment'are held 1n hlgher esteem than 13‘"fee11ng good"

“
—_—

_ duce the Affect1qe Doma1p,_know1ng fuTIy‘wellmthat qe_have done so.
. el
The developers of the Affective Domain* wanted to establish reference

points in this vital area so that instructional objectives could be deve&loped
within a systematic framework. Five hajor areas are described in the domain:

1. Recéiving

2. Responding

T 3. -Valu{ng
4

Organization s+

5., Characterization by a Value or Value Complex

“

These f1ve areds are then. subd1v1ded, Just as is the Cognitive Domaln. Below

-

T
1

‘ *David R. Krathwohl, Benjamin S. Bloom, and Bertram B. Masia. Taxonomy
0of Educational Objectives: The Classifitation of Educational Goals. Handbook
# 1I: Affective Domain. New York: David McKay, 1964.




is a very br1ef out11ne of the entire Affect1ve Domain. You are referred to'

the ‘source for further study and deta11s “just as we used it for the out11ne

A =

.

_presented here.

Receiving. The initial classification.in the Affective Domain relates to
a learner's abilfty to be sensitive to haﬁpenfngs in the;environment.‘ In
short, we‘wantito proride instrhctfon so that sthdents and citizens_can recog-

nize that some phenomenon is taking place. To hecome_sensitivg, one must

dehonstratezFAMarehess,“ which is the first subdivisjon of Receiving. Being

aware is only the entry stepr -This is foilowed by the category of "ﬁilling- '

-

ness to Receive". The final suhd1v1s1on of Rece1V1ng is- "Controlled or

- - -

Selected Attention". You demonstrated selected .attention when you decided to -

-

focus on th1s -page, rather than the local newspaper, wh1ch may be on the same.

ﬁdesk or table on wh1ch this monograph is placed. -

~

These behaviors are all controlled by the individual. "The individual is

-

: cogn1t1ve1y aware that the behav1ors are be1ng em1tted Further,'think for a

moment that- the above descr1bed affect1ve behaviors can all be taught_ and .

‘: [ ]

- learned. That becomes ohe maJor conbrlbutLon of the ﬁffect1ve Domain,,

- Respondihg. The second major eleﬁent in"the Affeétive Domain is called
“Responding'T“*“Wh11eeﬁgge‘_nay be - w1111ng ‘to - rece1ve,' and the like, that

behav1or needs an actlon component. Thusrrrespond1ng behav1ors are demon-

strated by actually engaglng \;n act1V1t1es which- reiatE““to _rece1v1ng
\‘H—H\q‘h‘
- "Acquiescence in Responding" is thexf1;st subd1v1s1on of Responding which is

- i . . o . . .
- demonstrated when one ‘complies to _regglat1ons or conventions, "W1111ngness\

to Respond”" is the secohd'subdivision. e thlrd subd1v1s1on in. theimajor

- category of Responding isg "Sat1s£act1on in Re onse "

Valuing The third maJor category in the\iffective-Domafn is called -

s "Valuing". As may be conﬂoted from the term, it m ans that one internalizes

. the concept of “worth.“ What sets this category in proper perspective is* that




bl

the Valuing is. exhibited bf’ the individuai as a motivated and deliberate
¥
action or behav1or--not simply thh‘w1111ngness to acqu1esce

There arf three subd1V131ons to Valuing: (1) "Acceptance of a Value,
(2) "Preference‘for a Value“‘and (3) "Commitment”. These three’ subdivisions
J N - - . ’
are nearly deﬁlned in the1r titles. .

v

L)
v

Organlzatlon. As a learner s experierices broaden, there comes a point

where values:begin to be ordered, classified or arranged. When such behaviors

- ]- - . -
occur, then:that'individual is operating at the fourth Q:jor category .of the

" Affective Doma1n--"0rgap;zat1on" Within Organization are two subcategories:

"Cpnceptual1zat1on of a Value” and "Organization of a Value System".

Charactérization by a Value or Value Complex. The, highest category of
the Affective Domain is a demonstration of behaviors that shows‘that an in-
d1V1dual acts on a rather con31stent b331s wlth those 1nternallzed values

whlch the 1nd1V1dua1 "holds - -In Affective Doma1n talk (almost 11ke CB Jargon)

S

acting as one believes is descrlbed ‘as Characterlzatlon by a Value or_

"Value Complex". The first of two subd1V131ons w1th1n the broad category is

- 1

"Generalized Set," consistent. actions or commitment to attitudes, beliefs: or
. . - 1 -

values. The-rinel subdivision is "Characterization,” which implies that an

-+

) 1nd1V1dual is comipletely subsumed by the uglue ‘o ’ . )

El

We _realize that owur treatment is h1gh1y abstract, but 4if you w111 only
- ponder on the 1m§11cat1ons for the schools and the 1mpact of your field on ‘the

. fotal env1ronment of tﬁe schools, you w111 quickly generate list$ of actlv-.

f““hnhrh;gties which could accompany those cognitive or intellectual obJect1ves. As’

L}

Rober:H?M‘Mager wrote in ‘the front piece of his book Developlng Attltude

-..,__‘_ ‘.

Toward Learning (1968), *if~T. do little else, I want’ to send my* students away

J
. with at least as muchfinterest ie“t;ehgﬁﬁjECtaHI teach as they had when they .
H T P

-~

4

arrived.”.




_ A Ve'rz Br:|.ef Analyszl.s S

L .
Recognizmg t‘lat we have. not adequately treatéd the toplc, we will,.

any rate, aftempt to.analyze the Affeétzl.ve Domain as’ it relates to instruction.

‘In our opm:l.on, this domam Eends to generabe far too many sl.lbcategorzl.es for

L by

the typical teacher to use., We also infer that the d:lrfferences between sub-
vditvis_.nio‘r:s.are too a‘.rt.ificzl.al. Some of the subcategories ;eem to be very
similpa'r t‘;‘se'lected categorl':es of * the 'C?;Jgnitive‘ Domain. 'Finally, the time
-that is .r,leedeqi in the schools: to prov:i:cie all the fl&ce_,ssary _experiencl.zs for
]:;oth t;e ‘cognitive and affective dimensions of l’earning would ble/overwk‘:elming.

‘e

e Yet, we_ can counter, "What are schools for?" The kinds of work and

vocatl.onal atti'tudes that are developed in vocational education certainly

affect the_students. Our attitudes toward lbarnmg are school related. Our

L4 -

attitudes about interacting.with each other are :shap€d, in part, in the

schools. The. belief ir’l; one's self is highly school related. ALl of- these

. h ¥ ‘., . .
aspects are more important than learnidg and promptly forgetting the differ-
» ) L) - : J-O ‘ i - - L] 0

‘ence between transitive and jntransitive verbs.:

. LY '

Perhap%, the very best of our vocational teachers ,subtly interweave both

the cogmt:l.ve and affective consequences in the:.r :l.nstruct:l.on. Recall that

s
there is a hi.’gh probability that the teachers -whom you 11k7d best, Just*also

- - A - +
o happened to teacﬁ the subjects that you also liked best. [

‘t

We don t. have the answer to the perplexmg problem of merging the Cogni—

tive and the Affectlve components of mstruct:l.on‘ Perhaps one of you now

-
P

- reading this paragraph may synthesue and publlsh that solution)

THE PSYCHOMO‘I‘OR DOMATN R .

L]

One -of the newer domains %o join the taanomzl.es is that of the Psycho-
- . » -y . , R R

motor Domiin .which articulates movement instruction in a Systematic manner.

. There are several classification systems developed in this area, wi}ile there

are few in the previois two domains. The system which we chosc to illustrate

{
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P - 3 " . .d - - - - . "
is’ that which the American Associatiom for Healtk, Physical Zducation, and

-
L}

+’

-

ﬁecreéﬁion (AAFHPER) has produced:

Ann E.% Jewett and Marie R. Hullen, "Movement Process Categorlesf'
.from "Movement Processes in Physical Education Teaching-Learning."
In, Curriculum Design: Purposes and Processes i Pliysical Bducation
.Teaching~Learning, Washington, D. C.: American Alliance for Health,
Physical Education and Recreation, pp. 9-10, 1977: :

LS -

: . . L. ’ WG
" One mistaken motion that the more "intellectually" oriented teachers™ __

often have is that psychomotor skills are of little concern to Tearning cogni-

tive tasks. We say "mistaken" because, if one analyzes the ways in which ve

learn, .they are anythlng but statlc We move about, coordlnatlwg hand-eye

- . S -

 movements, or 1e3-hand-eye-bra19 actions almost continually. Thus, there ought

. . v -

L o

. to be included within the curriculum means by which to organize the'physicel

H

movements associated with living in a systematic manner. . .

The.eoneePtual framework of Jewett and Mullan's Psychoﬁetor Domain pro-

gresses from individual needs’ to those of social interaction:

' ‘]. full? developed humars. ’ . - ¢

2. Ability to control and adopt the physical envi?onments
v H . Vot . ) .
3. ability to relqﬁe to others in interactions ‘and culture’
.‘ /.-

The Classification Scheme

- " : .
Below is quoted the general ireas of the "uovement Procesé Categories" of

L] i '

the Jewett and Mullan psycho?otor domain with the permission of the American

Alliance for Health, Physicdal Education and Recreation; and the authors. Note -

»

the ease of appiication of these processes to vocational education skills.
. f
A.- Generic Movement. Those movemént operations or processes which facilitate
the. development of characteristic “and effective motor patterns. _They are
-typically exploratory operatlons in which the lea ner recelves or "takes 1n"
data as he ox she_ moves f '
1. Perce1v1ngz Awareness of total body relationships and 6f self in
" motion. .These awarenesses may be evidenceqwby body positions or
motoric acts; they may be sensory in .that the mover feels the equil-
ibrium of body weight and the movement of limbs; or they may be
" evidenced cognltlvely thrdugh ‘identification, recognition,.or differ-
entlatlon . . s :

- =31~
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Patterning: Arrangemeat and use 6f bedy parts in successive and
“harmonious ways to achieve a moveiment pattern c¢r skill. This process
is demendent on recall and performance or a mo egent previously
demonstrated or experienced.

k-
-

B. Ordinative Movemert: - The processes of .organizing, refining, and perform-

. ing skillful movement. The pProcesses 1nvolved dre directed toward the
orgasization of perceptual*motor ab111t1es w1th a view to solving part11.ﬁ,
cular movement tasks or requirements: v

™ L]

o

*

1. Adapting: Modification of a patterned movement to meet externally -
imposed task demands. . This would include ‘odification of a particular
movement: te perform it‘under different .conditions. .

2. Reflnlng‘ Acqu131tlon of smdoth, efficient control'in'petforming a. -
movement ‘pattern or skill by mastery of spatial and temporal rela~
tions., This process®deals with the achievement of precision in motor

o - performance and habltuatlon of performance under- more comnlex .conditions.

C. Creative Movement: Those motor performances which include the processes
eof inventing or creating movement which will Sprve the persona} (individ- -
’ ual) purposes of the learner. The processes employed are directed toward
ad1scovery, 1ntegratlon, abstractlon, idealization, emoticnal ijectlflca-
tion and composition. j .

L] - . L ‘

4 e

1. Varying:, Invent;on or construction o?“pertonally unique opt1ons in
motor ‘perforitance. Thesa optlons are limited to different ways of .

performing specific movement; thney are cf an immediate situatibnal’
nature and lack any predetermlned mévement behavior which has been
externally 1mposed on the mover.

+
. L

. 2. Improvising? Extemporaneous origination or 1n1t1atlon of personally
* aovel movement or combination of movement. .The processes involved .
. may be stimulated by a situation externally structured, although con-
scious plan.ipg on the part of the performer is not wsually required.-
i B *
3. Composing: Comblnatlon of learned movemeet in personally unique motor
designs or the 1nventlon of movement pattirns new to the performer
- The performer ‘creates a motor response in terms of a persondl inter-
N pretatlon of the movement situation. .

. Conc1u31on

-~ ’ ] ) 4
. v

. B o . - . . : . P
. The use of the taxonomies as a1ds to vocational evaluation are critical.

e “

'-If one teaches at one level and tests or ecva.udtes at another* tpen the stu- °
. » r
ﬁ

-'dent is bei‘hg abused. ]jlurther, the type of evaluat1ori belng- uSed should
reflect é° scope and sequence of skills whrch ar& hierarchleally "arranged.
Thus, vocational educators do have a theordticai dramework oh which ”to-hang"
their objectives. Our next ‘chapter will address the_cohgept'of_eveluation

- '] v
.t . r“_ : -.
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‘models so-that the process, may be viewed from even a greater perspective.

Finally, we r 3t caution that while the domains tend to be .theoretically

“

oriented, their applications can be universal in vocational education. For
. - . . rd - -

example, the current "briéf enthusiasm” for accountability is almost totally

inaﬁp;bpriate for vocational educators. While there is a very strong intel-

lectual component in vocational education, that component is not the only
component. Thus, the cognitive domain shouldt}eqeive'equal attention with the

affective and.cognitive domains by vocational educators.
Employers desire perscns who have good attitudes, who can work indepen-
dently, who .can get along with others, who show initiative and who can
S . . .

completé.a job with pride.
Nt ' LI X - 3
Vocational educators have long known about the above traits. In most

Ed

instances, the "affective" skills are taught to persons.enrolled in‘vocational
. . '\ } . \ .
courses or ﬂ}ograms. So we caution you~-do not abandon the tr7hitional stress -
on values .and skills for the "ease and convenience" “of " cognitive test

profiteers. . “a //
. - !
Now let us examine one set ¢f those evaluation modelqm /
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Chapter 3

SELECTING AN -APPROPTIATE EVALUATION MODEL

- € -

‘ 'I'he' goal of"all Jéducation; g%iren gdequafe ravaf‘tlgfble resources, 1is' to
offér tﬁe*h;ghéat quality program szsiple. £ vocational administrators énd
teachers a:ebio‘nmximize fhe quality.of’;heir prog}ams, they‘mmsg 1‘l.c.'.'ct:h'
'éredibiq information so that their decisioné’will also reflect well--in a‘t
quaiitative.gense. We now focus dur attention on the selection Bf evaluation
-models by ?Lich §ocationql‘educat6rsbmay assesgfzheir'programs. ihe tisgl

which confronts the vocational edubation'evaluatog is to select from among the

many wvailable alternative models.

o A REVIEW OF SIX MODELS

- L

We have selected six well-known models for discussion. Examine each to

observe their commonalities. With such analysis, you can produce your own

-

eclectic model. The six models whicguwill be presentgd are: \
| Accreditatién Model
\Tﬁleriaﬁ Model
_ CIPP- Model
CSE Model

Formative and Summative Model

N [

Single Subject Design Model

r

l " "
you may recall, in Chapter 1 we stated that any conducted evaluation

I
L]

" must ultimately lead to better decision-making. - That common thread will be

L]
-




woven throughout the .six models. Evaluation should not be perceived as being

* 1 .

a mechanism by which to fix blame or-to be destructive. If any gvgluatioﬁ'is'
to b;rhelpfﬁl, it must be viewed as a formal process by which érograms are " |
improved throﬁgh improved decision-making which is based upon objective data. -
Now, on to th§ée modeis.' |
The‘Accrediiation_ﬂgggx*

Accruditation represents the oldest type of evaluation activity.  This
model typically uses the role of the "expert observér.“ Emphasis is plgced on
the Erocessés or means of education as opposed to conseqiences of educational o
;;tfuities on the learner.. Procedure; have been developed by such organiza-
‘tioné as the American Vocationa{-Associatipn? Nati;nal Council for the Accred-
iégtion of Teacher Education, and the North Central Associatiﬁn of Colleges
and Secondary Schoois. Acc}editation reports are used to-identify deficien~
cied in the educ$£ionlof students and their teachers and to withhold accreﬁi-'

tation of programs or place embargoes on graduates if deficiencies are dis~

covered, and are not corrected. The variables examined in evaluating the

A

prograﬁs typically include such criteria as those emﬁhasiZed by the North

Central Association: .
a

The "eeneral ingellectual and moral tone" of the_sEhool
The school plant - - .

Iﬁstruqtional equipment and supplies

The library and it; services . .

Fiqﬁncial daia and personnel records

“Policies of the school board
i
N {

*The authors wish to thank Dr. William P. McDougall and Dr. James T.
Shoemaker of the Department of Education of Washington State University for
their generous assistance ‘and permission to use some of their previously

'written materials about the Accreditation and Tylerian Models.

-




Organization and administration of the sqhéol
;{ .:’ ¢

* Teacher qualifications (dggrees, subject matter preparation)
Teaching load ) B ) .
Whether the cérriculum meets pupils' needs and interests
Guidance services

The school as educational and recreational center for the entire
community

Implicit in this approach "is the assumption that the quality of the
facilities, the number of course units in the curriculum, and the number and

kinds of courses taken by the teachers have a significant effect on the qual-

¥

ity of vocational education. .

-

High degrees of standardization have evolved in the development of our

"~ -

accreditation procedures and the utilization of systems describing such varia-

- bles as training requirements, course units, pldnt facilities and finance.

v 8 "
Little attention is paid to direct evidence of learner behavior. Gene V.

Glass (1969) has observed that instructional outcomes are wedded to the
faculty theory of ps&chq}qu in vogue in the early 19606's. He noted that such
theory is quite prevalent in gur curricula. We would add tkat the "acpouht-

ability" movement is equally as misguided. Such psychology persists in lérge

part to this day as far as the traditional apbroach to accreditation is cgn4

cerned, an assumptioq which is not now unive;sally:accepted but one‘which uas
gone unexamined in maﬁy accreditation practices. The Accreditation Model has |
borrowed little from.the behavioral and social sciences..

Overtones of this model cin quickly be recognized as having dirﬁect par-
éilels in our traditional ?atterns of teacher certification. An accreditation
visit embraces almost preciéely the variables which are reflected in most '

-

standard certificatien pétterﬂs; These include the number of course units
- i - *

teachers have fulfilled, extent and reputation of the training institution,




' ' ' B \\ .
degrees of faculty, and size of Jdibrary, Little attention ?as‘been given to

the direct asseSsment of Jlearner behavior except as it is incorporated in

- <

standard course.paﬁt;rhs.

A major weakness of the Accreditation Model is that standardization and
wide acceptance 6f a process does not guarantee its effectiveness. Processes
mustlpe contipually vali@ated throygh expgrience and research as reflected in
loa;ner behavior. Céunting and tabulﬁting institutional arkifacts may indeed

be an exercise in.futility if a direct link to learner outcomes is not present.
. » ’

Standards against Qh&ch vocational education proérams are eﬁai;a;gd caqnot«be
totally arrived at through QEiiberation of experts on the subject but rather
) . + . - . . .
must depend, in part, on direct gésessment of the performance of the lgdrner. ‘
Other deficiéncies Were n;ted.in Chapter ].’ :.’
The Accreditation Model is incorporated iqﬂmost state education agency
evaluations, Thus; we must addrégs the model as one which will probably be -

around for some time. -

The Tylerian Model °

The Tylerian Model was ‘originally devised as. a curriculum eviluation

N

- ar AN 1 T
model during the 1930's for the classic "Eight Year Study." The basic method-
ologﬁ was presented by Ralph W. Tyler and ﬁis associates (Smith and Tyler,

]9&2; Tyler, 1951) and has had broad épplipatioﬁ and influence in all areas of

b

education.

A

~ Tyler's. Model places almost exclusive priority on learner behaviors: It

is the ends of instruction and not the means or processes which are important,
r

".The steps in the Tylerian Evaluation Model are to:

-

1. Formulate objectiées. " Determine the broad goals of the program,
v . ] .
2. Classify objectives, Develop a typology of objectives so an economy
of thought and action may be achieved.
. ] ' 4 M % .
3. Define objectives in behavioral terms. This feature has become the
cornerstone of'ghe Tyler Model. "Modern" methodologies of evalqation .

. »
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~ which rest heavily. upon the specific, behavioral statement of objec-
tives have not moved beyond Tyler's thoughts on evaluation in the
Eight- Year Study.
Suggest situations in which achievement of objectives will be
shown.

Develop -or select appraisal techniques (s‘;ndardlzed tests, ad hoc
tests, . Questlonnalres. .
% N
Gather and interpret performance data. The final step in the evalua- -
" tion process involves the measurement of student performance and the-
comparlson of performance data with behaviorally stated objectives.

-

The Tyler Model has had pervasive influence on ‘eld"ti‘cationalg.ltl‘:lought ‘the
past few years. It has served to help shift ‘the focus of-our thinking ‘from

process ta product and to make explicit the need for clearly defined goals in
> ,
ferms.of learner behaviors. Though direct learner influence is difficult to

assess, it is probably the Tylerian Model which has encouraged educators to

incorporate more current research from the social and behavioral sciences into

-

the methodology of educatlon. Tyler's efforts have lead to the ‘model belng

ut1113ed_1n packaged learning approaches, accountablllty by pb]ectlve plans,

as WelL as many federal program evaluation efforts. The key emphasis. as 1t

relates to the processes “of vocational evaluation is the direct definition 2 d

+

assessment of learner behaviors. ’ R

-

Although the Tylerian peint cf view was initially creative, it has almost _
evolved into a mass (mess) of quickly w}itten beﬁaviora} objectives. Aftér
yeare‘mf experience‘with~this aodel,.there are unsolved problems whicﬁ con-
tinue to, reoccur. Four of those upsoleed-prohlems follow.

For a significantly'large portion of vocational éducation curricula, the
actual behaviors that are desired cannot be observed directly. Training and
instructing must be evaluated through classroom tests, by observation in.role

playing situations or simulated eXercises, and through the learner's #ritten

* .

- or spoken reactions. Thesenbehagiors'do not fully représent real perqumance.l

Behavior mpdels and instrument development and validation are still at




primitive stages. Definitit;n and measurement of most psychomotor behaviors

constltute.major stumbllng blocks. ‘ ’ . o

- -

Research to establish desired behaviofs for various vocat10nal purposes

is incomplete and, indeed, must be a continuous and evolving process.
The :Tyler I‘lodel has been used now for nearly one-half a century. " Despite

the fact,f, f:hat :u.r7 st111 has ardent defenders, it alone is’ 1padequate as a model

e ,; :
for yaiuat;ng Jmtcomes of instiuction and training. .It is ill suited, *f{zr
‘j # " \*‘ *
eValuat:Lng.problems of vocational organizational planning, fac1lit1es,q,and

[3

equipment, program ‘rationale, or financing. It has and does. make a signi'fi-

cant contribution to educational thought in that it emphasizes the .central

L -

I importance of learner behavior/performance.

CIPP: Model®

. The CIPP Evaluation Model was developed by Daniel L. Stufflebeam (1970,

1971) to prov1de a mechanism to improve both the intended types of decisions

v e

. *+ that were be:.ng made about programs as well as the actual decisions that were,

i

-1n‘fact, made about programs. Stufflebeam perce:wes evaluat:.on as having at
least two major e'nds: (1) to determine t‘e obJectives, i.e., planning de-

cisions and’ (2)- ‘to judge and react to what has actually taken place, 1i. e

Al

recycled.decisions. "Further, thenCIPP'Model views as "means" the proCedures

- -

by which décision§\a{e implemented. . T,

T Thus, the CIPP Model is a means by which alternative deci31on-mak1ng to

r

current practices is a basic component To accomplish any evaluation,

,.Stufflebeam suggests that -evaluations be continual and systematic processes.

L]
L}

" To condnct the syatematic evalﬂative processes, there are four major eﬁaluaﬁ
. . tion.aspects-: (1) cnntext, (é) input, (3) process, and (4) product. You will
" note that these four concepts lead to the acronym of CIPP Each of the compo-
’nents is used as a |_neans leading to spec:u.fic decisionrmaking actions.

Stufflebeam views the decision-making process as that vhich would modify,

 -io- 48




adjust, sustaln, or discontinue an edncat1ona1 program or’ any ‘of its parts.

-

Context evaluatlon, accordlng to Stufflebeam, is conducted where the

-

act1vity takes place so ‘that. one may gather information concerning needs,
. . . . :

problems and ObJeCtIVeS The context evaluéiion is a "reality" check.

-

nput evaluation is accomp11shed so that data may be gathered about

Y L 4

strengths and weaknesses of alternaﬁlve .strategies which could also accompllsh

the ﬁrogram s ob3ect1ves. Thus, context evaluatfon takes’ place to identify

&

the best possible objective to accomplish a desired end.’ Input evaluation

would then requ1re Judgments about relative strengths and weaknesses of the

procedures whlﬁh are used to implement the objectives. i , '
Process evaluat1on is accomp11shed to obtain 1nformatxon about the exact

- -

strategies whlch are uUsed to implement the procedures By usingt process
evaluation methods, one. would determine the various techniques, strateg1es,

and designs by which procedures are implementeé in a program.

Product evaluation refers to 5n‘over-all«decision:making process in which

* one would- continue a project as is, modify the project and continuefto use-it,

[

or terminate the project. ) . ‘ ' . o e L .

-To use 'the CIPP Model,*there are several issues which must be addressed.
fhEre is ;eed for personnel who wonld determine the various sneeific aspects%
‘of each of these cIpp Components These persons would have to spegify eiactly _
what would be contalned ,in the context, input, process, and }soduct dimen=

sions. Second, personnel would have to be identified to collect the data for

each of the four areas. Finally, a series of standards would hive to be

developed by which the evaluation itself would be judged either meaningful or

it

-

nseless.

F1gure 3-1 illustrates how. the CIPP Model -may be used as a decis1on-

mak1ng model whlch stresses a projéct's ObJectlveS and methods in relat1on to

L

decision-making.
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+ RELATION TO
DECISION-
MAKING IN THE

CHANGE PROCESS

CONTEXT EVALUATION

I+PU‘1‘ EVALUATION

To define the operating
context, to identify. and
ﬂssess~need§"§ﬁﬁdgﬁgortuni-
ties in the context, and to

diagnose problems underlying
the needs aad opportunities.

-

To.ldentify and assess
system capabilities,
available input sirat-.
egies, and designs for
implementing the

.strategies.

By describing the context;

by compaiing actual and
intended inputs and outputs;
by comparing probable and, .’
possible system performance;
and by analyzing possible
causes of discrepancies
between actualities* and
intentions. :

"By describing and analy-

zing available human -and
material resources,
solution strategies, and
precedural designs for
relevance, feasibility
and economy in the course
of action to be taken.

PR

Far deciding upon the set-
ting to be cerved, the goals

For selecting sources of
gsupport, solution strate-

associated with meeting .
needs or uding opportusities,.
and the objectives associated
with solving problems, i.e.,
for planning needed changes.

. W

ies, and procedural
designs, i.e., for’
structuring change -
activities.

-

-

» " L -

FIGURE 3-1: THE CIPP MODEL'S FOUR TYPESTOF EVALUTION

Source: Daniel L. Stuf%lebeam, "Programmatic Change:“ A paper presented. at

the Annual Convention of thé American Vocational Association, New Orleans, LA,

December 5, 1970. Reproduced with the written permission of Daniel L. Stufflebeam.

r
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OBJECTIVE'

RELATION T
DECISION-

. MAKING IN T

* .« CHANGE PROCES§\

- FIGURE 3-1, Continued:,

Source:

PROCESS EVALUATION

PRODUCT EVALUATION

!

-» To ‘identify or Predic;fiﬁi:)
_Process, defects in tHe ™

procedura}l design or its

., implementation or to provide:

information for the pre-
programmed decisions, and
to maintain a record of
procedural events and
activities.

-

mation to objectives and
to context, input, and
process information. ,

To relate outcome.infor=

By monitoring the activi-
ty's potential procedural ’
barriers and remaining alert
to unanticipated ones, by
obtaining specified infor-
mation for programmed

decisions, and by describing,

the actual process,

rl

By defining operat1ona11y
and measuring. cr1ter1a L
tives, 'by comparing these
measurements with prede-
termined standatds or com=-

_parative bases,.and by -
1nterpret1ng the outcomes .
in- terms “of nedorded con~
text,-input, #nd process
information.

associated with the objec~ °

For implementing and
refining the pregram
design and procedure,
i.e.,.for effecting
process control. °

.

-l—' : : = T

For,deciding to continue,

terminate, modify, or.re- -

focus a change*act1vity,
and for linking the acti-

vity to other major phases'

of the change procéss,

>

i.e., for recycling change :

activities.

R )

M

Daniel L. § ufflebeam, "Programmatic Chénge*“

THE CIPP MODEL'S FOUR TYPES OF EVALUATION

the Annual Convention of the American Vocational Association, New Orleans, LA,

- Becember 5, 1970,

Reproduce

\

A'paper presented at

d with the written permission of Daniel L. Stufflebeam.
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'Stuﬁflebeam vieys evaluation much as we do--that is,’proactive. Pro-
- . -

act1ve means_ that ‘the egaluat1on is conducted so that it may proV1de 1nfo:ma-

t1on concern1ng dec1s1on-mak1ng all along a pro;ect s route. The CIEP Model

-

1s not a model which can be used s1mp1y as a final evaluat:.on techmque.

-
am

*

'Finally, the -CIPP Model is. orientéd to the users.
_’Further, the model could help_school programs to be more_credible to.

outside agencies which fund vocational education. For example, if one were t&b
» &

conduct a project Sponsored under a grant from the Res arch Coord1hat1ng Umt

-
o

of thé Washington State Comm1331on_for Vocatjong? Education the the CIPP

-
.

Model could be used to show what took place during the.entii duration”of the

projéct. To be suke, there would be several technical componentg of the CIPP*

Tt o2 . ® .

Modél. ‘These would include the 1dent1f1cgt1on of what =xactly was going to be
- w.‘ - *

evéluated the k1nd of evaluation 1nstruments that you would use, your samp-

l1ng and data gather1ng tEChHIQUeS and your methods of ana1y31s.

‘There.ik“a’major problem inVoled when using the CIBP Model: It uses a

very\godlplex ;nethodology." It alsol«tend’s{ to over-value the eff1c1ency of

-+

.educatdonal processes and- to undex-value studént goals and aims. However, the

CIPP Hodel 1s one that coyld usé either 1ns1de staff evaluators ors outside’

\ - . & *

educat:.onal aud1tors . The strength_-of the model lies in its coptm ed focus
A ‘ ) TR - .
on evaluat1on for c'El—ec1si.on-maleung.

" e

The CSE Model o

-

l“larvm C. Alk:.n, Director of the Center of the Studyeof Evaluation at

¥

UCLA has suggested a rather eclectic evaluation model +(1970). The basic

- - e

principle of the CSE I“lodel ‘is that eValuation is a contin’ui".ng process which

1 ]
aids dec1s1on-makers to select better among alternat1ves. (The latter element

seems to be a un1versal ) Yet, it should be noted that to select among alter-
¢ !

nat1ves means just thét: Evaluat1on must be viewed, argues Alkin, as a means

. . - -

|




* by which directions might be changed, programs modified or eliminated and

personnel. changed as need be. In most cases, vocational evaluators do not use

&

evaluation to specify alternative directions. The identification of such

-

alternatives, then, becomes a function of the evaluator,

CSE elements. * Alkin (1970) identified five evalua'toion reqlll.irf':ments. and
their‘concomitant dQCision’aroas. The five couplets, if you will, are:

Decisions & - S e Evaluations’

Selection of Objectives or Problems © Needs Assessment

[

_Programs to meet bjectives '+ Plans . &

L

. - Program Operatipns S : Implementation

) Program»Improvom t . Progress
+ ° - - . hd R N

Program Certificati g . Out goe

may be nofeo that jthese elements are similar to many. of those aiready

, discussed. Alkin strosée than each of the five couplet areas (cougle is our
v
term) requires colle Yon of information, an evaluation of that ihformation or

data, and finally a'd 1s:r.on baéed on ﬁhe 1n£‘nat1on In all steps the

evaluator must realize tbaf thE Judgments are based only on a probability -of

) -
b4 ) . .
success. 3 . s .
fj . ('r = -
Whesd one " judges a vocat1ona1 program, the first two element-couplets
[ >

‘would_bo mpst critical, i.e/, objﬂctives-needs assessments and program plans.

-

However, the judging of instructional components of the vocational pfogram
3 . .~ E . * ] M
. would rely chiefly on the 'last three element-couplets, i.e., operations-
y - . - . N . .
[] \ N - "

implementations, imprdvement-progrbss, and certification-outcome:
+
One poin§ remains foremost in the CSE Model. The emphasis’is always on

improved degrsion-makzng capab1lit1es of the persons vho are directly affected -

by or who havé effect on the vocational ‘programs by continuous.data collec-

- tions. In short, the process is never ending,

.




Formative and Summative Evaluatiou , . N . ‘
A basic objective:bf any evaluation system is to ,determine the extent to
_ e \ -

. -

. ) Lt . [
which the project object’ives 8§e being achieved and the impact that the.pro-

Ject is "having on the part1c’:.‘p/aaits. To, accompllsh thls e\zaluatlon obgectlve,
two add1t1ona1 evaluat1on meﬁho&olog;es are offered for use to vocational

educators:’ (1) formatwe, and (g summative. HKone other than BenJamm ,S

* »

Blddm (1968 and I.Q?l) and others have ‘suggested this mode. Lets us examine 1t_s
. _ ¢ 3 ™. ' '

components. -, - . S e
‘ o T - - t _ .
Formatlve evaluat1on Formative evaluation is .designed to provide feed-

M - . ’ ; . -
“ . . - °

. R
-] # -

back in a rather immedia_te sense. Formative. instrumelnts are specifically

» - + * -- \ N .‘ v " '
designed to monitor aspects of any . progren Tto determin% where problems are

emerging. By usmg formative e@raluat1on, probLems w111 e quickly 1dent1f1ed

- -

and re.c']:ifled. For example, If some methodology is belng used whlch causes'

the students to do poorly, it wlll be through format1Ve evaluat1on that

= -

trolfble-shootirig' may take place. Often teaphers give ass:lgmpents bq_t do not

h ! R S . .
check the ‘students' work until the _conclusior of the project--wh'igh is too

late! BY ccmtlm.allyr checkmg the Psmall steps " voca!! al teachers might
L] 4

1dent1f3lr pot'.entlallyr detr1mental learning -or even instructional problems.
1

Evaluators should 1n1t1ate format1ve evaluation techmques s0 that they can -

l

observe ’ many d1fferent perspectlves of the program or course Wh‘lle it is

actually in'operation. . ,f/' ) S és'- . ,
. V] ; . - - T Ut
Only a few selected items need. to be chetked 4t any one formative eval-

Rl 1 .~ c

uation'.. These Would a11 be based on the stated 1earn:mg or project ob“j"ec-

tives., One doesn t’ need a lengthyr listing of items. The 1mportanl: point is

that the feedback is- collected while there is adequate time to make ddjust- -

N P

‘. N -
ments to the€ detailed project.plans. T

The rationale for formatlve evaluation is ‘to provide data on wh1ch to

L

make cprrectlves-?-lmmedlatefy, if not sooner! When students and program
’ *

Es
Fl ¢ ,

t . . =46~ °54




helped, they tend to become more responsible|and become more productive. The -
¢ . : . ' -

instructional climate and total program environment become positive and

supportive. That is precisely the kind of learning climate that one ought to

always subscribe when directing vocational c&asseé. Conversely, vocaticnal
. o

. ' L3
research projects have "gone on the rocks" chause he project director was

' . Y v .
‘nnt ) evaluating project activities over short periods of time but waited until
- s Voo o

' the very end of the project to abcomplishla one}shot final evaluatidh.‘ \ \
. . s by e
Using formative evaluztion is much more subtle tha% simply specifying

- performance objectives. Formative evaluation -requires that the vocational
'l
prOJect director carefully observe”’ a selected set of xgerlences for all

part1c1pants For. example, in most vocatlonal programs, some -form of labora-

cory activity is used to build o tlusfe; of generic 541115 for future use. A

o

person subscribing to ”qrmative evaluation would monitor the skills and, when

a student did poorly, would provids a new set.of experiences. To correct a?y
. £ ] #

noted learning defiéiency? one cannot wait to take the “final exam." Correc-

tives are an integral part of the formative evaluation plan. . , N
P - bl

- ¢

For. example, one simple“method by which to record formative data is to
. . . .

' tabufﬂte the absolute numbers or percenéagesl of both individual or group
activities. A project director could compare group data on a graph so that
the dlrectlons of the groups could be v1sua11y hlspl*yed for instant analysis.

.The essentlal characterlstlc of format:LVel

.
&
r}

"~ are.being nqllected so tha’ they may add a more

evaluation is that "hard data™
"objective" evaluation of what
is usual{y considered as "soft data" or the subjecﬁ}ve elements of" evaluation.
But, more importan}ly, corrections are built'into the scheme, so that feedback

is used when it is needed most--not strved fd@ the future.

a

Summative vvaluation. That‘evaluati;7 which is conducted as the final or

. y ‘ . o .
concluding task is called summative-evaluation. We ~hould note that summative




\.

i

evaluation migtt be the final formative evaluation of a course or project.

Summative evaluations may take several forms, just so that they are consistent

with the 'prescribed objectives of "the program, course or module, Again,

-

summative data could be tqbuléted into absolute responses and then as a pexcen-
. ' , ;

‘tage for each item. Compari?ons between students could also be made on summa-

tive’data (but not on' the formative measures). The final grade is, of course,

L]

determined by the summative fevaluations--N.B., plural--evaluations. One does

not have one summative evéluation. These evaluations are placed at logical
~ ‘ - .

points in the program orfproject, such as at the ends_of units, chapters,

modules or learning';ctiPﬁty packages.

The summative sets jcould then be arranged in a profile to illustrate the
v ' )

sum of~ evaluation actiyities. Formative dita would provide?fFedBack; while

' ! " Ve s L
the summative scores would lead to ‘grades” or "judgments" about the quality

- of the performances. .

Host-projééts.fhil because evaluation is a one-shot, post-evaluation.
Such, an evaluation girategy can never aid a project. 1It's too late, for the
- “_ - k ’ - Ay
project 1s over.
of course} it me be argued that formative and summative techniques.will
B '\ 2 r B
| i
cause the direction of the prqéect to change. VWhy, yes, we agree; and we
,~aus - ! ) ! , > ° ]
would submit tha if properly used, the onjectives of the pro’ect might even
{ W

W

" be altered. /

L]

Success is the underlying tenet of this technique. If a program, course

L] .

or project needs be modified because of unrealistic expectations (objec-

- tives}, then why n tljalter it?.

/ . , :
Perhaps. the m$ t compelling reason in support of the formative -and summa-

tive model is that, there are really no "surprises” at the end of the project.

With early feedbafk systems being built into the system, all elements should

' converge on success:
!

- -




.Single Subject Desiga Hodel

Al;hquh'the emphesis in vécétional educatiop is usﬁally on the use of
groups as p§rticipants, thezs Las emerged a Lather new evaluatior technique,
commonly CJ ied "single suhject design." This technique is mnst closely
associated ;ith contingency management or behavior modification techniques.

. Its pqpularit? stems from the rationzle that an individual provides bo*h a

control and experimental basis, deéending on the criterien of intervention.

¥
~

Rather simply eyplained, the proc:ss contains at least five major steps.

El

- The ipitial step is to determine some "inappropriaée" behavior that the
subject demopnstrates or perhaps determine some behavior that you déem approp-
‘riate which the subject lacks. The second step.is to actually count the times
that the iggppropriate behavior or action is shown by the subject. This is .
called eStabfishipg ~ rate tount or esfablishing the . baselite (numbgr of

respoﬁsés divided by time). See Figure 3-2 for an example.

The third shgp 4s to intervene with some specific act which may cause the
. ;
subject te accelerate or decelerate the initially described behavior or action.
. f .

Rate counts are maintained during all phases. If the new behavior changes in

tbe -direction desired away from the baseline, then you may have found the

correct "reinforcer” or intervening variable.

.t

The unique asp~ct of this design is not to stop at step three but to add
step four-~revision back to the conditions as they e lfted initially. Such a

\ .
reversal should then cause the subject to revert to the qriginal behavior or

&

action and to show a rate count approximating the baseline. 1{ one observes
that the de31red d;rect1on cont1nues even after the intervening v \hx\?ble has

ﬁ\*n w1thdrawn, then learning can be assumed to have ‘taken place with a very

poa%rfpl reinforcer or extinguisher. An inference could be made that ﬁ;é

subjépt is'now, to use a nonbehavioral term, a “self-actualizer."
Réiptr&duction of the intervening variable used in step three is often
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Numbez : ' ) Treatment| Reversal| Reintervention
of days ‘ . '

per _ .
week

- with no

work : .
_ complete Baseline | - r”i’/‘

56 7 5 910 11 12 13 14 15 16

Number Weeks in Attendance

%

Figure 3-2.. Typical Chart Illustrating Student "Turning in Work" Behaviors
During Four Phases of Behavior Modification Paradigm using Single Subject
" Degigﬂ- ’




the final experimentor action. If the appropriate actidn or reinforcer has

s ,
been determined, then the subject will once again exhibit behavior and a rate
' B ’

count similar to that during the third phise of this process.
By using single subject design you can use small numbers of individuals

to act as intact .'"groups" for contiol and experimental phases, respectively,

.

for your study. This design allows for easy replication or duplication, which

in large group projects is both difficult to accoﬁblish and costly to conduct.

For more information and numerous reports refer to the Journal of Applied

o
L}

Behavioral Analysis which publishes, almost exclusively, single subject desi!T

studies.

In Conclusion ) .

“

The above may all sound overpowering to the novice who has a “good'ideax

about evaluation. But remember, ideas are not implenented--the procedures)

are! Collectively, the evaluation procedures and learning objectives must

support eagh other. This does not gean that your creativity is being curbed. -

et

It simply means that your creative efforts must be logically and systemat-

icaIly\ﬁeveloped so that the ideas can be evaluated. We‘speculate that with

———
f—

‘PL 94-142 many more s{ng}e subjéht evaluation désigns will emerge in vocation~
al educ;tion.l

W; have attempted to present a selected yet w%de a}ray of evaluation
Edecision-making) models which"hqve relevan;e for vocational educators. The

implied emphases are on systematic evaluation modelz, rather than a ¢risis or

"hit-n-miss" evaluation. As vocational direqtors or teacheré‘you must make
the value-judgment as to what you'll evaluate\qnd how. The above moaels are
sénmwhat.complex, but they will measure or judge selected performances. Yet,
Julian Stanley (1954) cites a reference to an earlﬁ evaluation technique which

occurred in the Bible (King James Version, 12:5-6) taken from the Book of

Judges.

" -51- 59
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And the G1lead1tes took the passages of Jordan.before the Ephrai-
mites: and it was so, that when those Ephraimites which were es-
‘caped said, Let me go over; that the men of Gilead said unto him,
Art thou an Ephraimite? If he said, Nay, then said they unto him,
Say now Shibboleth: and he said S1bboleth ., for he cduld not frame
to pronounce it right. Then they took him, and slew him at the
'passages of Jordan: and there fell at that-time of the Ephraimites

forty and two thousand .

n .
.

It may be noted that the foregoing evaluation was simple and crude; but it did

. b
require one to display the "critical performance."

&
“ -

" REFERENCES
¢ &
. . Alkin, Marvin‘C., "Products for, Improving Educational Evaluation." CSE_Evalu-
_ ation Comment, Vol. 2, No, 3, Spring, 1970, pp. 1-4. :

Bloom, Benjamin 8., “Mastery.Learning.J CSE Evaluation Comment, Vol. 1, No.
2, 1968. . :

3,

Bloom, Benjamin §., J. Thoméglhastings, and George F. Madaus, Eds. Handbook
on Fofmative and Summative Evaluation of Student Learning. New York.
McGraw Hill Book Company, 1971. - -

Brickell, Henry M., "The Infleence.Of External Political Factors on the Role
and Methodology of Evaluatlon " CSE Evaluation Comment, Vol. 5, No. 2,
December, 1976, pp. 1 6 . ® . )

"‘ -

Glass, Gene V., The Growth of Educational-Evaluation. Boulder, Celorado:

Laboratory of Educat1ona1 Reseagph Un1ver31ty of Colorado, August, 1969.

3 Stanley, Julian C., Heasurements in Today's §¢ hool§ New . York: Prent1ce-
Hall, Inc.; 1954. - s .

>

Smith, Eugene R. and 'Ralph «W. Tyler, Appra1s1ng and’Recordlng Student Pro-
gress. New York: Harper ind Row, 1942, .

Stufflebeam, Daniel L., "“Programmatic Change." Paper presenteu to Annual
- Convention of the American VYocational Assoc1at1on, New Orleans, LA,
‘ December 5, 1970. - .o

Stufflebeam, Daniel L., "The Relevance of the CIPP Evaluation Model for Educa-
tional Accountability."  Journal of Research and Development in Educa-
tion, Vol. 5, No. 1, Fall, 1971, pp. 19-21,

Tyler, Ralph W., "The Functions of Measurcment in Improving Instruction,” in
Linquist, W.F., Ed., K Educational fleasurement. Washington, D.C.: Ameri-
can Council on Education, 1951.

60




CHAPTER 4

1

PROCEDURES TO DEVISE AN EVALUATION SYSTEM

L4 s -

There is a need when devising or designing an evaluation system to develop

a comprehensive perspective within which specific procedures may be conducted.

This chapter is designed to accomplish that perspective, in part, by assisting

-

. . .
vocational evaluators in identifying sources of evidence associated with data

¥

collection and by identifying a number of procedures that might be followed.

!

. DESIGNING A COMPREHENSIVE EVALUATION SYSTEM

*

According tu Scarvia B. Anderson and Sampel Ball (1978), vocational
educators tend. to use one of four designs -when col}lecting evaluative data:

(1) surveys, (2) student or teachers assessments, (3) quasiexperimental

designs, and (4) experimentsl designs. As these “four types. are so widely .
’

» v

' uséd; figure 4-]:was prepéred,to illustrate a matrix-of selected sou;ces 65;
evidgncé whicﬁ are available to the Gﬁcational educatoé. To plan an appt&i
péiate dataeéoliecting sy§tem Lherebﬁay pe additional requﬂrements'for addi-
" tional chﬁracgeristics othqr’thdn those listed in Figure 4-1. If that is éour
§éecific case, then the feat to modify is easily accomﬁlished by constructing
a matrix similar to that in Figure.&-l but by’simply.addiﬁg the additional -
broblems or variables which have been identified as locally needed.

Initial Tasks in Designing an Evaluation System ' .

When designing an evaluation system for the first time which is more
comprehensive than "ad hoc," there are several tasks which need to be done’

prior to collecting any data. The first task is to write the objectives

61
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\
]I
- ] . "ll ’ f- -
for the avaluation system. After writing the oﬁjectives, you should prepare a
: i
set of policies and procedures which are convergent with the stated evaluation
.y

objectives: Finally, you sh?uld identify the aud1ence for whom the evaluation

results will be d1ssem1napéﬁ and used. The initial evaluat1on design should
‘; -
1dént11y one of the evaluatlon models which mlght be approprlate to the local

situation. qu example, we discussed the CIFP, Tylerlan and other models in_

l

Chapter 3. You may wish to synthesize from some of the various components of

Fa

‘the models to generate your own eclectic evaluation mode% Co

Using evaluation dquestions. Once the above have been accomplished; it

then becomes an easy task to identify the specific evalﬁation activities to

which the evaluation system will be addressed Typ1cally, evaluators prepare

& list of wrltten questions to aid in the prepdratlon of the specific evalua-

. 1

tion objectives. .

'

The following is a very short list, a saﬁple of'theltypicalékinds of

. . - - A
questions that vocational educators often address when desigﬁing an evaluation
) } ,

) N ) 1 ' .
lsysEem. . ) . . ’ - e ; .
> b

1. To what extent did graduates in the Automot1ve Technﬂlogy program

L SNl
. - . ’ 1
achieve the coqrse.and program obJectlves? . i

b

“obsolete? ' c ‘- : ' ]

[}
o

3. To what extent are the objeotives of the Wood Techhology program
conve:gent with those which are needed to work successfully on the f1e1d?

4, To what extent do we need to exfend the professlonal competence of

'
1

our instructional staff in the Health Care program? b

5. What percent of the vocational education program gradualfs are being

employed in their related trades, industries and areas in whicb they were

L L
1

traiged?

L]

¢

et N . ) "3
2. To what extent is the training equipiment in the Electronic program -

?




. . \ . = 1Y ) -
gy . o .

- The above are examples of the kinds of evaluation questioas that would be

appropriate to further investigation through an evaluation system. Then, of

course, ome would simply collect data to det.ermine the answers to the above

=
-

e questions * In this regard” the matrix as shown in F:Lgure 4-1 could be

sl1ght1y modified so that the ‘sourtes of informatiod to be used would lead to

the current state-.of-the,-art of those questions. Y ) »

4 -
.

Using the table of -specifications. Table 4-1 illustrates the use of a

table of specific.ations vhen one uses any of the prototype models for curric-
- . - L4
ulum evaluwation. Note' that we igenti'fied only five models in the table,
o |
There are seven different copponents identified which would be add:esséd in

the table. "We just completed the specifications for Model 1, “School Accredf

itation." You could complete the grid as necessary for your _own part:.cular‘

evaluauon needs / . , . : -,

There are several add1t10na1 models following Flgure 4 -1 and Table 45 1
=

These could be used for the tabulation . of specific elements or bits of data

-

".that _would help to make better Judgments about .your vocatlonal educatlon
progbbm Our ratlonale for incluiding Flgute om -1, Table 4~1 1, and Models‘A 1
through 4 4 is to p;ov1de 4 graﬁhlc portrayal of how the varlous elements or
COmponents may be dlsplayed D1scuss1ng wpat kinds of data ,.Ought to be
collected is simple. By. s,howl.'ng.how the information w:i.lll be disp}aye'd, eval- -
uaters majr.reconsider their earli'er decisions abbut what information i:s needed,
how it will be d1sp1ayed and, ul‘t.:.mately,. how it will be used

All of the illustrations are designed so that they may be ea311y adaptea

to meet your local situwation. We encouragq you to ”cut-and:paste thege

.

, models 50 that they may be adapted to the specific evaluation system of your

- . I

choice.
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L

. " Investigative Supgested Sources of -Information
Techniques and Problems -

Test Scrres
‘Questionnaire
Data -or Interview
Observations
Clinical
Examinations
_Records
Expert Opinion

-Rating Scales

I.- Surveys : | -

“*

. Logs. or Biaries

+

Opinions about programs and
Program delivery systems

Human power needs projectiorns

Program characteristics

II. Student/teacher assessment

S

' ?rofilgb of prJLpecEive,
'entering, and leaving students

Character1st1cs of educat1oﬁal
étaff

X III. Quas1-gkperimental studies

+§tudent performance through
changes of time

-

S;udent:performanée.for.different
program components -

Prediction of student success--
exposed~~not exposed to program

IV. Esperimental studies

" Difference in performance of
students in program and students
not in-program, o

-
[ £l
L] . L3

Difference in 'students ‘exposed
to program variations

" Different pré&ram effects with
students of spec1£1ed
characteristics

-

-

o
»

-Figure §4-1, Matfix to Determine Evaluatiﬁé Data Needs
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TABLE 4-1%.

. TABLE OF. SPECIFICATIONS FOR
PROTOTYPES OF CURRICULUM EVALUATION

- o QUTSIDE
KEY . . KEY EXPERTS -
MODEL EMPHASIS KEY USE ACTIVITIES NEEDED

pocd 1Y N
School . , staffrs; review and discuss{qn'& none - _
. Accreditation self-gtudy _content professional * | unless’ .
. procedures judgments other-
of instruc- T préfes-
tion v ' .| sionals

Tylerian Model’
Ralph W. Tyler

CIPP
Daniel L.
Stufflebeam

.~

CSE Lot
Marvin C. Alﬁin

Formative and
Summative
. Benjamin §.
- ', Bloom, =t al,

»
»*

4

— rws3

' *S&urce: Alberta Hill, et al, Curriculum for Graduate Program to Prepare
Vocational Education Curriculum Specialists. Pullman, WA, Washipgton State
University, DHEW Grant No. DEC 0-74-9287, 1976.




MODEL

L

]
|
!
E
1
[
|
|
b
|

ThBLE 4—1 CONTINUED

| TABLE OF spacmcanous Fon_
PROTOTYPES OF CURRICULUM EVALQATION

- »

TEACHING STAFF"
TNVOLVEMENT

- B ] ‘I{-’

. ‘.
RISKS

Y.

r
-

Il -

APPLICATION \ |

‘1.

L]

L]
* §chool
Accreditation

hiLh involvement

essential, evalu-

at;on based on

- staff impact

subjective, _
extensive,

time involve-
went of staff

L4

involves staff in
leadership and

program/instruc- -
tional evi}uat1oﬂ )

H

‘Tylerian Model
Ralph W. Tyler

\/’

CSE ’

-y B

W

‘Marvin C. sAlkin |

. .
4 Ty

. Formative and

‘Bloom, et al

« Summative
Bezjamin §.

-

Es




MODEL 4-1

EVALUATION PROJECT TASK ‘ASSIGNHENT
. AND CHECK FORM -~

’ P%oject

,Page

What needs’to °© = 1 To be done

Was it done?
« be done?, g i - by what date?

Ta

LY

k]

. ! . ' +

. L . .
- . !

‘Hodel 41 11’1ustratgs dn easy form to assign staff ;wlualtlon tasks,

.; This prOCedure cad}provide positiVe feedback to the evaluation staff when the

tasks are completed' On the other hand uszng the above form identifies those

9-«

\ who didn' t get ' their taqks completed during the sp “~ified time. Exactly how
\ . . "

l‘u’

this checks form is used ﬁay vary dépending upon the number of person§ inv61vedx
' 1q\the inve%}igatlon, the varlety of* tasks ard sub~tasks, and the ability of

' 1nd&v1duals on the evaluation team do their job independent of superV1sion.




o MODEL 4-2

"INDIVIDUAL REPORTING FORM

P?PJECT TITLE

-

L

-

.- *

‘TOTAL ¢ - WHO YOU
HOURS  WHAT YOU DID  WORKED WITH

3

- .

”. Model 4-2 i%lus;ratéS‘g time reporting form that could be used to collect

- -

primary data for a.project evaluation vhere the ‘time spent on a Vocational.

-

* activity was important to evaluation.
¥ !




L | P | f ,‘ . L

, . ' MODEL 4-3 '
Jg ®
) PROJECT DIRECTORS ACTIVITY EVALUATION .
"PROJECT DIRECTOR’ . ' PROJECT ‘

DAY  D4TE  STRUCTURED ACTIVITY  LOCATION  NATURE OF PARTICIPATION

B

"N Fews L
N u \
TUES. | R R -
1
13 " 1 '
|
? L i| [
? . L3 \\ . \
WED. . ; Yoo . , - . T .
THURS . ; ,
¥ i
- Y -
] -
* J‘ ™ .
FRI. , ) , : )
»
o f
o i
% i l

’
s

* f 2 ' : .
¥odel 4~5 could be used as an "ethnogranhic” grid té determine the inter-

L]

actions vhich take place in a highly personal or interactive project; such -

follow-ups or job placement activities.




. 4

MODEL 44

EVALUATION INFORMATION CHART
/

PROJECT.

DESIRED ~ | - o DATA COLLECTION PROCEDURE
INFORMATION !

. TYPE OF DATES _ Pﬂggbn RESPONSIBLE
INSTRUKENT . C
[

f

i

!
! DATA TREATHENTS: /
!

STUDENT DATA. TEACHER DATA DIRECTOR | DI~ °0SITION

L]

.

™

i

Model 4-4 \shows how an evaluato\qcould collect ldat—abfrom various sources
N v terd

and then determine how the data would be disposed, i.e., forwarded for use.




P;:;;h@, Gourse or Module Evaluative Criteria

You? authors have elected to combine the discussion of course and program
evaluation because many secondary and post-secondary vocational programs and

-

courses have similar components. The components that contribute to the effec-

tiveness of the programvor‘course are the administrative organization, the
teaching staff, ‘éourse or nrogram objectives, testing (performance and/or
written),’coﬁtent, teaching strategies, students, resourceg, guidance (career'
counseling, ﬁlacement %ﬁd £fallow-up). The degree to which each of these
componénts is considered may vary accerding to whether one is addressing one
course or a comprehensivé program. The scope of the evaluation of a program
or course ought to be based directly on the interrelationships of the com-

ponents or course characteristiés. ) . . -
For example, Tim L. Wentling and Tom E. Lawson (1975) iilustrate the

interrelationship of‘cmurse and program evaluations to student eValuation.

They “use the followinrg seven tasks to determine-tngse interrelationships;
1. Monitor student achievement

-

Guide student careers .

dlassify and place the students in the program
Evaluate programs

Improve the instruction and hygothesis testing

Improve the curriculum

Assess teaching effectiveness .
+ ) ’

Wentling aqd'Iawson'also Iisted ways in which evaluation data can be

éffectively uéed. For example, data and information can aid in facilitating
=

the vocational program administrators as they talk to parénts about students'

progress aqd in preparing ;ecommendatioqg fqr thei;_g*aduates'as they fgek

jobs or seek further education. When student progress is monitored, voca- -

tional educavors can review records of their learner's performance to see if

«§53=
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certain areas of their iﬁsﬁruqfion have been covered. More importantly, how-

s

ever, student .progress is @bnitoréﬁ to share information dnd data with

- h

studégzghzfﬁrecéive feedbacﬁJ StuQents need, like, and want reéognition for -
their achie;EEEﬁfﬁx

- The follo:ving exalple of an evaluation methodology (Model 4-5) is taken
from a curriculum guide for instructor training of ﬁedic laboratory aids.

Observe how specific terminal behaviors provide a clear understanding of what

_ 2 .
students should be able to accomplish and what students should not be expected

to de. £ maximum latitude 2llows the instruct?r to develop learning activ-

ities and various tea ainé methods for students. This, in short, is the
essence of criterion evaluation--judging the student by already existing

standards. .

S

Model 4-6 illustrates how a specific performance objeciive can bé accom- "~
plished on an independent study basis. Evaluation is based on satisfactory
completion of a gr;d similsr to Table 4-1.

We conclude our models wifh.another set of specific module or unit objec-
tives, Mod.;.'.'l 4=7 is from a federalIy funded vocational education project.®

Observe how each content outline has an_accompanying set of activities
and reéources which ailows an indiviaual toc move at ope's own pace. Concom-

itantly, it requires that all nevded study materials and work stations be

readily available and easily accessable.

]

*Vocational Education Curriculum Specialist VECS. 'Modulé 7: Derivation

.and Specification of Instructional Objectives" by American Institutes for

Research, Palo. Alte, California, 1976. Contract No. OEC-0-74-9286 from the

U.8. Offlce of nducatlon under Part I~-Curriculum Development in Vocational

_and Technical Education, Vocational Education Amendments of 1968, Public Law
. 9-10. _James_A.-Dunny, editor;-




MODEY, 4-5, STUDENT CRITERIA -
SUBJECT: LABORATORY SAFETY: Dangerous Substances 1.5 Number

RATIONALE: The necessity for proper handling of dangerous substances should be
: car€¢fully emphasized to the laboratory aide, whe may come in contact
with such substances when ordering or storing supplies, preparing
reagents, or handling specimens. Vol

BEHAVIORAL OBJECTIVES: In any real or simulated situation, the laboratory aide
will be able to describe or demonstrate the proper handling and
storage of potentially dangerous substances such as acids, bases, ..
flammables, mercury, poisoas, and biological specimens of any type.

PREREQUISITE OBJECTIVES: D-3a

ABILITIES ' RESOURCES

To achieve the objective, the student should be able.to:

lift and manipulate gallon-size bottles of caustic
liquids safely without spillage or breakage,

recognize the symptoms of chemical exposure,
describe the use of antidotes,

recognize the infectious hazards of clinical
specimegs,

L

recognize specimens of extreme danger, e.g.,
icteric specimens and those labeled "isolation,"

" identify types of laboratory poisonings, their
proper 1abe11ng and handling,

describe the unique characteristics of mercury,
its hazard 4and proper handling,
12

identify hazard labels found in the clinical
laboratory,

identify laboratory liquids which are flammable,
describe proper methods of storage and labeling, -

identify stroﬁﬁ acid and base solutions, describe

potential for hazardous fumes, proper labeling,
handling, and <torage,

report laboratory injuries and acc1dents to
superv1sor PR

T Source:  State of Washlngton Secondary Curriculum _Guide for Medical
Laboratory Aids. Superintendent of Public Instructlon in cooperation with
the Commission for Vocatlonal Education. Olympia: Jamuary 1976, pp. 49-5l.
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~ MODEL 4-6; INDEPENDENT STUDY MODEL

PERFORMANCE OBJECTIVE

F

Explain the Xey salient features °and usage of evaluation models having
relevance for vocational education. .

- -

Instructional Objective

The learner will be able to describe the usage and emphasis of four evaluation
models. :

Learn1ng_§ct1v1ty

Consult the list of references and complete the ‘"Grid on Prototypes of
Curr1culum Evaluation," :

References:

Bloom, B.S. Hast1ngs, J.T., and Madans, G.H. Handbook on Formative and

Summative Bvaluation of Student Learning. New York: McGraw Hill,
Inc., 1971.- Cﬁa_iers 2,4 and 6. e

. Popham, James W. Educational Evaluation. Englewood Cliffs, N.J.:
Prentite Hall Inc., 1975. Chapter 2.

Taba, Hilda. Teaching Strateg1es and Cognitive Funct1on1ng in Elementary
School Children. Cooperative Research Project No. 2404, San
" Francisg¢o, .CA:  San Franciséo State College, 1966

« Wellman, Frank E. "Systems Model for Guidance Program Development and
Evaluation," Pupil Personnel: A Handbook for Program Development
and Evaluation. - Columbia, MO: University of MisSouri, 1971.
. ] - ’,‘“.; 2] . .

-

ey

P
&

- &

Model 4-6 is adapted from: Alberta Hill; et al, Curriculum for Graduate
Program to Prepare Vocational Education Curriculum Specialist, "Orpanizing
Instructioanl Strategies,” Department: of Education, Washington -State
University, Pillman, WA 99164. Grant No. DEC 0-74-9287, 1976. P




HODEL 4-7, MODULE EVALUATIVE CRITERIA
PART II.
- : " CONTENT AND STUDY ACTIVITIES
Goal 7.1‘ ) . .
CONTENT OUTLINE
Goal 7.1: Perform the Necessary
Preparatory Steps for Systematic
Derivation of Instructional

0bject1ves

A. Job Description

1. Vocational instruction is keyed to
occupations and jobs. Therefore,
instructional objectives must a_so
be derived from jobs.

2. In orxder to determine the instructional
objectives that a student should
achieve to ensure successful’ performance
on the job, it is first necessary -
to def1ne the job clearxly (28).

3. A generél job descriptien prov1des the
basis for a detailed task analysis which,
in turn, provides the basis for the
development of instructional mdterials.

. 4. Job descriptions. vary in format
format according ‘to the. source.
.~ .- Howevey, the usual components are:

a. location, and general working
conditions;
b. a general statement of job functions
. and relationship;
: c. .general duties;- — - oo

d. possible contingent responsibilities;

‘Analysis, Technlques

-

ACTIVITIES-RESOURCES

(26) Ind1v1dual121ng
Vocational and Techn1ca1
Instruction, Chap. 4.

¢
(3) Instructional
Systems Develcpment

for Vocational and
Technic#l Training

pp. 73-74.

(12) }OccuEat1ona

-

and Procedures), pp 33-37.

*See Classroom Activity
» 1 in Part IfI.

#See Discussion Question ’

A in Part III.

e simply §E“EEH Job tasks (5), (12).

B. Task Analysis

L J .

1. A task analysis is the basis for voca-.
tional .instructicn. Tlie process involves
starting with the basi. job and breaking
it down into succzssively more detailed
components or levels. The purpose of the
process is o obtain an'adequate

,
LN
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MODEL 4-7, Continued

CONTENT OUTLINE (Cont.) : ACTIVITIES-RESOURCES

definition of the job so that effective

instructional objectivesTand learning

activities can be devised to teach the )

occupation to a willing studenti* #*See Discussion Question
: oL B in Part III. -

The curriculum specialist must be trained (22) Developing

to recognize the least detailed level to " Vocational Instruction

which a task analysis should be taken so ’ Chap. 3, describes a

that effective instruction will result a system of task analysis

and unnecessary task detailing avoided. designed for the. prac-

‘The curriculum specialist’s perception of ticing curriculum spe-

community needs, and his or her estimation ialist. See also: (26)

of the capabilities of the staff to design Individualizing Voca-

the necessary instruction, will likely be tional and Technical

the prlmary facotrs in other decisions. Instruction, Chap. 4. .

the prxmary factors if other decisions. 4. See also: (23)

factors yin other ﬁec1s1on ’ Procedures for Construc-

ting and Using Task

Hany systems exist for performing a task Inventories. Seé&}! =

analysis~~from simple ones to sophisti=~ also: (12) Occupational
- "cated and -extremely complex ones. The Analysis Techniques -and

» Thé"curriculum specialist will probably
find a system between the two extremes to
be- most useful (22).

o

A first step in performing a task analysis *%(23) Procedures for
is to locate any existing task analyses for Constructing and Using '
the occupation under cgnsideration. This Task Inventories,
involves searching publications, indexes, Chap. .2.

catalogs, and other referepces. Possible ’

sources for task analyses include (23).%*

4

Source: » Vocational Education CQurriculum Specialist VECS. "Module 7: Derivation
and Specification of Instructional ObJect1ves" by American Institutes for
Research, Palo Alto,- Ca11forn1a;“19?6 “Contract No. 020*0*?4*9286 from

1968 Public Law QO-S?G, pp. 9-10. James A. Dunny, edifor. ~--
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, Program Evaluation Review Technique (PERT)

One popular method by which planning for_.evaluation may be implemented is

through "the Program Evaluation and Review Technique (PERT). PERT ‘is a‘zuet"hod

for planning"diverse program activities, regardless of how they are coordi-
nated, into _'-manageable processes l.eading to the project's‘ successful fruition.
Note that the emphasis is on management. If a EE}RT network is eStabliShefi,‘
there is an vnderlying assumption that thete will be management concerns about
planning; organizing; motivating; and rcont*rolling the fiscal, material and
v

human resources so that their total interactions will be evaluated by a pre-
determined set of objectives. .

e,

The PERT system is an attempt to facilitate three-common dimensions of
managing the 'project“time, costs (or. resources), and performances. Once a
generally agreed upon set of evaluation goals has been 1dent1f1eﬁ, all goals
and processes are sub- d1v1ded into very sPec1f1c components and placed on a
"work division striicture.® A work division structure 1dept1f1es all of the
componeets of ‘ever‘y major unit. After major units. have l;een identified, a
network would then be prepared. Each network is composed of events and
activities. Events are defined as those ;tems which représent the start’ or
‘compl'etion of an activity but do not consume time, persomgel,‘ or resources.

Activities, are those tasks or jobs which require the utilization of perso_nnel

and resources over a period of time. The PERT nh.tuo.ik,_-thenv—ls-developed

that a -.timeline, management check, and cost analysis estimate, as well as
output products, may b&, identified. .
An‘ outstanding source for PERT techniques is available @ro!n the United
States Government Prm.tlng 0ff1ce. .That source is:
Desmond L. Cook, Program Evaluation and Review Technique Applica-
tions in Education, U.S. Department of Health, Education, &.Welfare,
Office of Educat:ion, OE~12024, Cooperative Research Monograph 7,

Superintendent's of Documents CataIOg #F5~5.212:12024, U.S. Govern-
ment Printing Office, ‘Washington, D.C., -1966, paperback 100 pp.
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Desmond Cook?s monograph presents in detail the application of PERT techniques
to several different educational processes and serves as an _invaluable

resource,. ¢

w - - -

Figures 4-2 éﬁd 4~3, which follow, illustrate a sample of PERT networks
% as ithey would be constructed to aid in the conduct of a survey, e.g.; to
follow-up graduates or the designing of a curriculum project.

The figures“syow the organization of the major elementa‘whtch bodld be

‘pr;determined in the initial planning stage. The actiyities-and evedts are
then arrang?d in a'logical'aﬂd sequential order. The actual PERT chart shows

.the major' elements. Further; the PERT chart shows the iaterrelationship of
each elemght v y - :

A PERT chart is constructed in several ways. We-have-found.through
experience that there are at least three major steps: (1) identifying ele-
ments, (2) clusteriné them and (3) sequencing them into the network.

Once you determiﬁe what you want to do (your objectives) ang how you'li

-

accomplish the project (pgptedures), youy, are then ready for step number one--
identifying the elements or tasks. A modified "brain storm" teclinique is one

easy way to¢ accomplish this step. You simply identifyfevé;y possi?le task or

ST S
Step tw hen—thESE’fEEEE_E;—Ebents are clustered about some gen-

event that you think must be done..

eral theme or concept. These log1ca1 orderings help to 1dent1fy major clug-

ters of related eveits or. activities.

- . s s I B
In the final step; sequencing, the clusters of* events are combined to

. - ". P
illustrate a methodical and linear arrangement of tasks, events, and activi-
ties from the beginning to end. . ?

For example, in Figure 4-2 actiéitiqs 3, 4, 576 and 8 may all be'iqi-

tizt ed autonomously. MNone_ of these activities is totally dependent on any of

the others. With such planning knowledge, a project director might wish to

4
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! ] - ’ .-
assign specific responsibilities to various teams. The teams can develop
- L]

reports which can be coordinated at event number 7. Howevér, it would not be

E

. possible to begin event number 12 prior to completion of both events numbe:; 7
_and 1T, .

By estgblishing‘a ﬂetailed PERT chart or network for eaih nmajor element -

1 . ¥

o £ - =
in which change iﬂ being planned, a wviswal schematic is made available of

anticipated activié&es. PERT networks must always be considered as "best
predictions." The interrelationships of all elements become known. Precision

’ &

is then added to the project calendar by determining time and cost estimates

on the chart. More importantly, critical areas are identified "in-advance-of-

- -

the event. Program directors can predict and prepare for ariticipated contin-

[} . * -
-

gencies or outcomes. However, as a psoject progresses, there will certainly

be unanticipated events that require modification of the original network.

- -

Thus, there ought to ﬁe a continuous monitéring of project activities and
personnel so that the PERT getwork resembles' a reasonably accurate blueprint
for action. Eiﬁally, a MQré'efficient use of mateiial and luman resources
will be the outeone of uEiﬂé a PERT network to describe the prOject- -

One -nld‘even P?RT.a ‘segment”of “an evaluation parad1gm, for example,

-

-

preparfng a PERT neﬁﬁaii’on the development of a district vocatlonal achlnve-

ment test., There would be at least nine sets of tasks to Ee sub=divided into

specific activities and .then assembled logically intec the network. The tasks

4

would be to: (1) establish the test's purpose,..(2)._employ item developers,

L]

(3) try out an 4initial form of the test, (4) revise the test, (51 norm the
test, (6) Prepare a test maﬁual, (7) administer- the, test, (8) collect and
analyze the data, and (9) prepate a final report about the results. .

"PERT and planning make ﬁor ghccessful prOJects. Now on to Flgures 4-2

and 4-3. T e

-




i Event Identification

] kY
roject  Start . 11.  Structure Complete o 21. Start xryout .

= Objective Start . e - .12, }!'Start-Instructional Materi@}s 22, Start Evaluation

Eart Philosophical Evaluation 13. 'Start Teacher Mandal .+ 23, Start Final Materials
Start Psychological Evaluation 14. Start Student M3terial 24, Complete Final Materials
Start Content Evaluation 15. Start Audiovisual Alds 25, Start Publications
Start Measurement Evaluation .- 16; Start -Evaluation . 26. Start Teacher-Orientation ,
Objectives Complete 17. -Start Reference o 27. Start Administration
Stdrt Structure 18. Start Dissemination Procedure Orientation
Start Determination. . 19{ Start School Sample 28, Start Lay Orientation’
Sta§t Evaluation 20, Start Material Distribution 29. Projecq Complete

»

L

= .
OV G N
-

-

\ ' , FIGURE 4-2. SUMMARY NETWORK FOR CURRICULUM.PROJECT'

Source: Desmond L. Cook. Program Evaluation and heview Technique Application in Education.‘(washington,
D.C.: USGPO, U.S. Department of HEW, Officé of Education, Cooperative Research Monograph No. 17) 1966, pp. 53,
54, 55. ?ublic Domain Document. ) e
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Event Identification

1.  :art Project ‘ 9. Start Tryout 17, Start Tabulation ,

2. ,Complete Objective ’ 10, —Start Fipal Form 18. Start Statistica, Tests.
3. Complete Data Paradigm 1", Start Interviewer Selection 19. Complete Tests ,
4z~ Complete Hypotheses 1<. Complete Administrative Procedures 2CG,- Complete Interpretation
5. Start Item Construction . 13. Complete Schedules ' 1. Complete Tables

6. Start Universe Definition 14. Start Field Interview 22, Comprete Charts = -/

7. Start Sampling 15. Start Data Coding 23. Start Narrative ' l

8. Start Sample Selection .16, Compleqe Follow-up : 24, Complete Narrative l

. L 3 ||
r

I

i ) FIGURT 4-2  SUMMARY NE1~ORK FOR 3URVEY. RESEARCH PROJECT

Source: Desmond L. Cook. .Program Evaluation and Reviwew Technique: Applicétions in Educﬁtion, USD/HEWf
_ Office of Edrcation, Cooperative Resc «rch Monogeaph . .. 17, U.S. GPO, Wssningion, 0.C.: 1966. Sources,
Figures "0, 31 and 32, pp. 41-43. Public Domain Document. ) .

L]
»

i
1 '
|
i
I
t
!




Horal-Ethical Considerations

While it‘may.no; be in vogue to discuss the worality and ethics involved
in evaluation, we would be remiss, nay, nngligent if we didn't address the

topic, at least in passing.

5

Henry M. Brickell (1976) ppbiisbea a rather shocking indictment of those

-

being evaluated who attempt to influence the evgluators to distoirt the find-

- +

ings and subsequent reports. Brickell summed the variouslpreésures he has
faced as "external political factsrs.” 1In the last analysis, we interpret
o Brickell as subtly suggesting "situation ethics" when being an évaluator.
They are hicing you to do the job so don't probe too deeply.-
~  The--authors of this monograph have had widespread project evaluation
experiences, and in at %9as§ two cases one of the authors had the rather
difficulgltask of requesting that the respe;tiYe projects be closed down.
And, the political realities were not q}thstanding!

If an evaluator ‘allow; "external political forces" to influence the
‘evalvation there arelreally only tﬁﬁ decisions: (1) write the report objec-
tively and let the "fur fly" o? (2) resign from the evaluation team. The
taxpayers, by and large, are supporting the prcjects. They deserve to have
the stewa;dship of theﬁpublic domain to be protected from urethical profiters

ahd charletons. But, let us address the tepic more fully.

On being ethical. It must be recognized that evaluation$ 3nd evaluators

tend *o be "value-free." ihis means that preconceived judgments are not made,
and that one attempts to collect data by which to make judgments. Tet, the
judgments or evialuations are guided by a set of criteria. A trait is judged
to be poor or outstanding by applyiRg those criteria. _The wvalues of the
evaluator might even be opposed to the values of the project. Yet, if the
project has a set of criteria by which it is to be judged, then the evaluator

bes no other alternative than tc use those criteria.
¢
8¢
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£ .
It must be understood, however, that t'ee evaluator in such cases may file

an addendum to the evaluation report vwhich criticizes the criteria and may
even: offer a set of criteria. which would be more germane to the objective,
Judgments are made by evaluators--that's what the process is all about.

- 3:

Yet, an evaluator can provide alternatives and suggestions that go beyond the

specific. project.. to help improve it, Evaluation is for decision-making.

Thus, it'behoovgp.an evaluator to providé a wide array of suggestions, %frat-
egies for 1mprovemen.ts and, if possible, predicted outcomes.

Finally, the organization or group being evaluated has the option of
either accepting or rejecting the "advice.”

An evaluator must view any evaluation as a task--neitﬁer as a personal

=
confrontation, nor a personal favor.

-

: IN FINAL CONCLUSION

Collectively, we have addressed a few concerns about evaluatiofi. We hafe

only presented a sample of the mapy different systems and models. It is

4 -

essential to realize tha. al. evaluation models arise from preselected cri-

¥

teria. To be suvs , the criteria are subjeétive, but being subjective should
not be confused with being arl;itrary' or dogmatic. Being subjective implies
that there is a raticnale which suppor%s and generatés the criteria. Several
dif.erent evaluation methodologies--have bee.. presented for your use. 'Each
has a distinct set of criteria¥’ '

The major goal of this monograph is to provide busy vocational educators
R . 3

with modéls w@ich may be either adopted directly or easily‘fdapted for uée.

- The ultimate import of our work is to jmprove the evaluation of Jocational

aducation. at all levels.

4
nty -
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- " INTRODUCTION TO THE APPENDICES

&7

Selected Formates Whick Illustrate

Evaluation Devices
L4

A number of evaluative areas and modgls in vocational education were

- " introduced or implied in -thé previous .chapters. The wr.iters of this guide

have compiled selected sampl_e_i._ﬁstruments, e.g., check lists, survey forms,
attitl._lde' scales, - interview schedules and assorted ev;aluation fogms. These

eXamples may‘ be useful to the readers to assist in constructing their own

faterials for evaluation purposes. The writers kave intended to provide a

-

wide Variety of evaluation formats that cut across all fields of wvocational

[

.education: However, many of these materials can be adapted for specific use

¥

in an infinite number of situatiops. ) ‘4

-

To assist the reader, the selected sample formats represent the £oliowing

ca.tegoriea‘ or program evaluations: student assessment, teacher assessment
follow-up, employee Surveys and the general category of evaluation.
Eack sample may not be presenfed in its entirety; however, refercaces will

allow the reader to gain access to the remaining materials from the-listed

sources. -It is also hoped that the local vocatioaal educators will be encour-

aged by these materials to think creatively and to adapt the material to their

own fields. What matters primarily is not the specific vontent of the eval-
. : . - ¢ . ’

uation form but the approach and the point of view.

&
&
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APPENDIX A

IDEA SURVE% FORM--STUDENT REACTIONS 'TO INSTRUCTION AND COURSES ;

. _ LT . Form C

’ N * .
The following teacher evaluation form is being developed .to evaluate
0 e S ~ .
.vocationé}-technical courses by the Center for Faculty Evaluation and Develop-

ment in Higher Education at Kansas State University. It is anticipated that

L}

it w&ll be available on a fee for servi#e basis in khe Fall of 1979, The

approach used by IDEA focnses «dpon the improvement of instruction. IDEA con-

&

siders the intructor's course. objectives as well as the size of the class and

the students' desire to take the course. When .stadents do not repert satis-

factory progress on the instructor's course objectives, teaching methods that
¢ . :

might be improved are suggested. The items contained in this form were

-

seierted by over 100 instructors of vocational-technical courses at over 15

comnunity colleges and area vocational-technical schools as being appropriate
. r

H
for their courses.

-

o - -
Appendix A is printed with the permission of the Center. The preSent’

. e
Form C is a research version and is being copyrighted. Anyone wishing to use

this form must contact:,
;e . Dr. William E. Caship
Center for Faculty Evaluation and
Development in Higher Fducation
Kansas State University
1623 Anderson Avenue
Manhattan, KS 66502




IDEA SURVEY EORM--STUDENT REACTIONS TO INSTRUCTION AND COURSES
FORM C .

£

To the Learner: Because this is part of a research study, the form has more
questions than the final form will have. Please answer each question CARE-
FULLY. CHECK that the number you are marking on the response card is the
SAME as the number of the Qquestion you are answering. .

¥our HONEST answers to these questions will be helpful to your instructor
who will receive back all of the response cards,
How often did your instructor do the things described
below? Use the following code:
1 = Hardly .Ever--- 3 = Sometimes 4 = Frequently
* 2 = Occasionally ' 5 = Almost Always

=

The Instructor: : °

> *

1. Had prepared everything necessary for each class.
2. Let learners know what théy were expected to learn.
3. Presented cotirse content clearly.

4. Distinguished between facts and. opmions

5. Used examples from rea' '-life or actual work.

6. _Summarized ir a way:-which helped learners remember.
7

8

9.

0

1

k-

" Demonstrated the skills or procedures Iearners were required
to learn.
Gave learners apportunity to practlce skills or' procedures
* Taught skills or procedures step-by-stap.
Related what was being learned to on-the-job situations.
Fit the instruction to the differences in learners' knowledge or
skill.
12. Used films, models, or other teaching alds that helped learners
fearn.
Used special teachmg approaches (e.g., caseﬁsmdles, role play=
" ing, centract learning, atc. ).
Provided help when the learners needed it. .
Encouraged real discussions with learners (mstead of just asking
-or answering questions).
. Found ways to help learners answer their own questions.
Changed way of teaching if learners were not learning.
Gave learners reasons for their grades on ‘tests, projécts -and
other work. : ¢
Used up-to-date materials and equipmant.
.+ Was patient with learners.
Seemed to know when learner was having difficuity.
Respected the learners.
Showed an interest in the goals of the learners.
Was enthusiastic about what was being taught. g /
Made sure -that learners understood directions, safety and health
cofisiderations for each task.
26. . Made presentatlons WhICh were interesting and held learners'
+ attencdion.
27. Encour;aged learners to find Ways to improve their work.
» 28. Praised constructive criticisms of learners' performance.

10.
1
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29 Gave construgtive criticisms of learners' performance.
30. Suggested what learners coulid ‘do- to Improve.
31. Promptly returned learners’ work- to them.
32, "Accurately evaluated the learnerst performance.
33. Enforced the rules and reguliations fairly.
34. Gave each learner a fair share of attention.
35. Pointed out commen problems to learners before they began a
task.
36. Provided active work experiences (e d., hands-on) for the
learners. - . '
37. Used community resources, field trips, ‘etc.
38. Taught in a well organized way.
39. Encouraged learners to speak freely and openly.

St(IP the spaces ‘A through G on the response card. Start with question

NUMBER 40. '
On each of the possible object!ves listed below, rate the progress
you have made in this coursé or program com_pared with that you
have made in other courses ,or"ﬁrogbrams you” have taken at this T
schoo!. If this is the onlv course or-program you have taken here, ’
compare your progress with that you have made in previous fearning
experiences. ' You are not.expected to make progress. on every
objective in every course or program. :

E

In this course or program my progress was:

Low (lowest 10% of the courses or programs i have taken)
Low Average (next 20% of the courses or programs) -
Average (middle 40% of the-courses.or programs)

High Average (next 20% of the courses or programs)

High (higbhest 10% of the courses or programs)

1=
2=
3=
. 4 =
5—

Progress on: ‘ .

40. Learning factuai knowiedge, terms and concepts of the occupation,

41. Understanding the prlnClpIes or reasons for various practlces or

- procedures, ’

4z, Knowing when and how to use dlfferent methods or procedures.

43, Correctly using the instruments and tools of the trade ur
occupations

_44.. Developing the manual skills required in the occupation.

45. Learning to solve probiems (didghose, trouble-shoot, debug, etc. )

46. Developlng the communications skills (reading, speaking, writing)
needed for the occupatlon

47. Developing the work habits (attendance, drers, safet?, etc.)
- needed for the occupatien.

48. -Learning to meet the production demands of the occupation.

49., Learning the skills necessary to get a job (applying, preparing
.a resumé, being interviewed, etc.)

50,, Developing the attitudes desired of people in the occupatlon

51. Learn;ng to work with other people (e.g., co-workers, super-
visors, etc.) v

52. . Developing a sense of personal responStbdlty (self*confidence,
self-dlsupllne etc. ).




Understanding myselt, my strengths and weaknesses related to
the field or occupation.

On the next six quéstions,' compare this cousse or program with
others at this: institution {or with_your previous learning exper-
iences}, »using the following code: .

‘Much less.than most courses or programs
Less than most A <
_About average o~
"More than most « ' ] ‘
Much more than most

GIE WM -
TN TR I

The Course:

.54. " Amount of reading.
55. Amount of work in other {non-reading} asmgnments
“56. Difficulty of subject matter.
57. How .well tiie course.fit together {various topics and activities
were._related: to each other).
58. Adequacy of physical and other facilities (space, lighting,
equtpment, tools, etc. ).

Descrlbe your attitudes toward and behawo;- |n this course
_or program, using the following code.

Definitely faise

More false than true

In between

> More true than false

Definitely true -

LI I L 1 il

1
2
3
4
5

4

. ' Self-rating:

b ]
§9. | worked harder on this course than 6n most courses | have
taken. -
60. . Before enrolling, 1 really wanted to take this course.
61. | would like to take another course from this instructor.
62. Because of taking-this-course, | like this occupation better.

“ *

Your comments are invited on how the instructor mlght improve this course or

teaching procedures Use the back of the Response Card. \ :9

‘




"APPENDIX B

SAFETY EYALUATION

. «y

-

Safety. is a “major concérn to anyone’ imvolved in vocaticnal program

“operationc The set of criteria ideﬁfifi%d in the ‘gelected form can be )
easily applied to a variety of fieldé‘or diggiplines of ﬁpcatioﬁal Education:
" - ) ,:-k _ ) = ’
Source: Orpegon State Department of Education . .
. “Community College & Career Education, ' '
* Technical & Industrial Educition, "Metals Cluster, Carriculum”
February, 1974, This form has been modified to more readily
meet the needs of evaluators in all vocatiomal programs.

-
- I-3

Directinns

The following sample instrument may be used by local vocational directors

or teachers to assess the adequacy of their safety progran. The scale, 4 3 2

-

10 1f consxstantly used can provxde your vocational educatxon staff with use~

ke w ———

- ) g
ful 1nformat10n acrosg programs toﬂestablxsh safety standar&s'thhln a given
facility, A "4?'you1d indicate the highest possible réﬁking for any item,
while a "o" would indicate arﬁost unsatisfactory rating.
. . Q" ) (f.

. . & .




-« ELEMENT - SAFETY
» ! ' -
.+ PHILOSOPHY * .. . SRR e
/ Safety educatlon is an integral paftenf_the vocational programs. All instruc~
- tional personnel should be knowledgeable in ‘the application of all Washington
safety codes related to the vocatlonal program. In order, to insure safe
working conditions, it is 1mp€rat1ve that an adequate thp or lab‘ safety
program be established, including periodic 1nspect10ns involving. staff,
- students and-qudlified safety 1nspectors The schiool dlerlct should accept
the respon31b111ty to organize and maintain a total school ;safety program and
provide the. necessary administrative leadershlp, 1n-serﬁlce, and required
safety materials and equlpmeht. - ' !

v 3 »‘, v = N

ASSESSMENT CRITERIA.\ . ' ' ASSESSMENT J REMARK
1.- There is a functlonfhg/shop gafety. - 43210 e :
., program-including peripdic inspec~ -/
tions involving staff,, students and v
quallfled safety 1nspectors. . )

In-service is provided at reguiar
“intervals to insure that all

instructors are kept up tg date -

in all safety pracgices and policies.

. . - f ! -

Adequate funding is available to - 4321 0
. provide the required materials and ~— =

equlpment to maintain azsafe _program.

There is an established policy
-covering f1rs{~ald procedures

The shop proeram is an lntegral part.
of the total school safety program.
‘School personnel are designated as .
safety officers with the specific
respon31b111ty to -adminigtrate the
safety. program, maintai 1 requlred
recbrds, and.report al V1olat10ns. e’y
rThe shop has an adequate entllatlon .-
stystem for ‘the spec1£ic “ﬂcatloqal
‘program. - :

' - ]
. L T . o

Students are provided with eye™ - —~

protection equipment, and machines

are guérded_Pr_perly.

‘9.3 The arrangement of the shop allOWb
- for a safe traffic pattern, as well
a, as safety zones around machinery
and equipment .
L AVERﬁGE TOTAL ASSESSMENT

* ’
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!

. - YOUTH ORGANIZATION EvﬁLUAT;?q

‘ ¥
-
'

o5t edu 14 agr . izati , an integral part .
Most ‘educators would agree that youth orgaq1§?t19nlarg\ _ gral 1
) - . ) * . bl . . l‘ of
of the educational program. Much of the developing pf:rce_ptual abilities of

Vv .
Y i affect the
studeits and_affirmation of attitude takes place wherﬁ students 4

——
3

*»

- . - . 5 .

2 . IR
i ion’ ' n program.
youth organization, aspect.of the vocational education prog!

)
) N * ‘-‘;"' ‘ . L
a

ey )

.

. L . - |l‘
- Source: Oregon Dgpartment of Education, , — -
Spuree “Asgess nt Manual for Program Planning
Model Electrical Cluster Guide," -
May 31, {1975,
R : 3

“
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The following sample instrument may be used to assess tﬁg youth organiza~
o

Il
.y .

’ ] tether, VICA, i . The==ercents for each
-tjons program wpethqr,qVICA, FFAz FH@, FBLA or DBFA P ‘

h——

’ X ’ - r P 0 'o ab-
item in'theTper*ormanqeugtandgrds section of the instrument_ is used to est

L

: } £, :
: ‘ " in: i ted
' | ire i . T maximum percents are sugges
lish a norm for;the entire 1psfrumpnt hese m perce

amounts bésed oﬁ-the experience of educators wdrking_extensively with youth
, .o ‘ K ‘ :

-

i

& vochti i - uating a3 youth program can use
groups. Thefvocktjpnal Q1rector or teacher evi}u g 3 y

A

. . . ’ J o ving
the modél ranﬁb Lcale to determine how well their you;h programs ére achieving

.
- the pefférmance'standards._ ‘
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/ - your ORGANIZATION e I .

Youth development should be an 1ntegral part of the vocatzonal qﬂucat1on

/ program. This should include: . ’
,‘K . ) -“\-
“// Personal grow*h-—1nd1v1dua1 sel£-1mprovement through scholarsh1p,
! ' -«citizenship, and §art1c1pat1on in home, school, and commun1ty,
5 act1v1t1es ' ;x . =
- SR ’ o
Community’ understanﬂlng--1mprayement of . relations among students,
o between students and teachers’ employees. and. employers, management
- - and labor, schhnl and commUn1ty and .other nations. \"
. Safety--in shops, cl@?snooms, on the job, and on the highway. 4
. . —“ ) ' T 1
< SN . Teacher recruitment-- he~encouragement of capable students’to enter
¢ the field of industrial education. . i
% - ‘ --:5

. Vocat;onal youth cooperation--among youth.1n all areas of VOCatlonal
'educat1on I

Good public relations--promoting a general ﬁubllc awareness of the
good work that youths engaged in vocational education are doi.g to
: t‘ibetter themselves, and their comumty, state,dnation and world.

b - ~
-~ . .

:\. . PERFORMANCE STANDARDS | , ASSESSMENT,

‘1. Ts there a VICA Chaptér in. your I
v school and how are students in- .
- «._ . formed of its existence? ~(15%)

[?- * 2,  Are majority of the . . /
’ + students in VICA? (40%) .
) had : J‘/ " "‘_‘ ’ - - - P
. - *'3. . Do'students in local VICX Chapter ‘ |
. . participate in state and nat1ona1 0

- . VICA events (10%)

\ 4. Do VICA"3mbers part1C1pate in local T

. bus1ness and community affairs? (10%) -

5. Does the schﬁﬁi‘adm1n1stration
- v support. VICA‘1nvolvement through
. " teacher release’ time and a minimum .
y amouﬁtlof financial assistance? (15%) ) -

et T

-1

6. Is he 1nv01vement in VICA an integral
pgr of the vocational offer1ng? (10%) - - _

. '  ASSESSMENT SCALE
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APPENDIX D

" GUIDANCE PROGRAM EVALUATION

*
e 4
L}

: Rl . - -
“Evaluation of a career and vocational guidance program is essential to

vécational education._ The~authors have included these criteria in the follow-

ing format so that they may be modified to f1t local needs. ‘

Source: '"Health Occupat1ons Cluster Program Assessment Instrument for
. . Secondary Schools", Oregon Department of Education. December, 19??

. The follow1ng sample instrument may be used to assess. gu1dance and coun-
seling program af the local level. . The Percents for each item in the perform—

ance standard section of the instrument is used to estiblish a norm for. the

& »

.~“entire instrument. These maXimum percents are given as suggested maxima based

on experience of educatdrs working extensively with career.guidance.

¥ -
The vocational director whe evaluates the guidance and counseling program

A
i »
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ELEMENTS

PERFORMANCE STANDARDS

ELEMENT :

GUIDANCE, COUNSELING, FOR VOCATIONAL CLUSTERS

A model vocational cluster should be structured so that
assistance can be given each student in the achievement
of the goals and obgespives consistent with 1nterests and

abilities. -~

-

»
%

PERFORMANCE OBJECTIVES: . © ..
The vocational clusﬁer feculty

in cooperation with the guidance and
counse11ng degartment has: =~

1n£6rmat1on which will enable -
,udents to assese,the1r interests
«"and aptitudes.

‘ . —(r

4

A2, De@eloﬁed and implemented-a plan

for student enrollment which will
include: community needs, student
1nterests, and occupational require-
‘ments as factors for con31derat10n.

&

T

1. - Prdv;ded occupat1ona1 aﬁﬁ career ©.

1.

L4

-

L]

"

%

Are counseling,’ guidance and
other staff members responsi-

<ble for -advising studeats in .

the selection of “courses and
programs, informed about the
vocational career areas and
appropriate allied support-.
ing courses? (20%)

Are students aware of the com-

pet1t1ve -nature of selection
procedures in post-secondary
education for specified voca-
tional program? (20%) _— ~

[

'f“ -

=3, Encouraged students to develop a

,total career program by taking
supporting courses appropriate to
, their career interests.

4. Provided facts concerning post-
secondary educational programs
and the competitive selection .
processes for those programs. .

B : B ' 2
5.  Developed and implemented 2 program

to provide 'exploratory courses in
the occupations for students in
grades 7 through 10,

6. Developed a plan to make students
in grades K-6 aware of the oppor~
tunities and rewards in business

~ and 1ndustry .

»

[

- -- - - .- R R . R .

5.

6.

Are students referred to tHE
Vocational Cluster as a resulp_
of a demonstrated interest ana

the ability to meet occupa-

tional requirements? T

(20%) -

Yy

Is student enrollment based. on
a plan that is Just1fldble in
terms of a> community needs?

(20%) -

Are exploratory experiences
available in vocational educa-
tion for students in grades
7-107 (10%)

Does a plan exist for voca=
tional orientation for, stu-
dents K-6? (10%)

-------------------- A b
# -

. .ASSESSMENT SCALE -
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" APPENDIX E -

. .

JOB PROGRESS EVALUATION

*

The final stages of most vocational education training programs have a

cooperative work experience component. The success of this phase can be best

measured if the employer, the supervisor and student ,are given opportunities
- . 11 ) -

to provide input. \ .

.

The followingO\aample forms are provided for the reader to identify
' \

-

L
appropriate content and sample format. *

These samples were selected at random.
Source: Vocational Teacher Education Department
University of Idaho
Moscow, Idaho, 1976.

1




CRITERIA FOR SEEECTION OF A

. TRAINING STATION

L]

A training station ‘should be selected on the needs of the\cooperative
students, their career objectives, the community nged$, .and t standards
of the employer. ) . & :

*

» 2 points = tc a great extent

1 point = to a Timited extent &
¢ )

. . _ :
0 points ="does not offer \

> -

To what éxtend does the training station offer:

L]

interested and understanding employers

S

progressive attitude

safe and sanitary work conditions

L]

good image -

- convenient-location- - —— ——— —— 0 —or - — s

varied learning experience

opportunity for advancement and promotion -
provide a minimum of 540 working hours per year
wages paid to other employeeé;in the same position

TOTAL




COOPERATIVE EDUCATION-
JOB PROGRESS REPORT
HIGH SCHOOL

. TO THE EMPLOYER: This report is your estimate of this student-trainee's work
activity. Please check the chart in the columns which most accurately
describe this particular student. e —

Date Cooperative Education Coordinator

-————-Stgﬂgnt—ﬁmp&o&ee*%*Namee — -
Firm: .-

Job Assignment:

PR
‘ Failure Needs ~ . Above. ,
Points to be Rated on Job  Improvement  Average ..Average Exceptional

APPEARANCE: ' TJ”yf L

- Proper. Clothes for Job
Well “Groomed

Personal'CleanlinessK'

PERSONALITY:
Willingness to Learn
Enthusiasm
Tactful °
Well Mannered

DEPENDABILITY:
Regular Aftendance
Punctuality
Respects Rules
Completion of-

Assigned Tasks

. ATTITUDE:

Toward Job .
Toward Criticism )
Toward Other Employees|
Toward Customers

'KNOWLEDGE OF JOB:

Job Procedures
Selling Methods .
‘Supervision Required
‘Accuracy

Follows Instructions

']




. - Failure Needs Above
Point to be Rated on-Job  Improvement Average Average Exceptional

=3

WOKK ACCOMPLISHED: . ‘

Uses "Initiative
Takeg Pride

Quadity of Work
Quantity of Work

Signed:
Title:

You may use the reverse side of this she®et for your additional or explanatory
¢, xemarks,.

£ . -

L]
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) TO THE EDUCATIONAL RESOURCES
- APPENDIX F INFORMATION CENTER (ERIC)L"

TEST DEVELOPHENT INSTRUMENT GUIDE

"
.

* V3R

: : .. ) .
The following excerpts are from a guide developed by Educational Testing

Service that is intended to help in the creation of well constructed multiple

choice test items.

4
The elements included in this document are test item terminologies and a

checéijst used to evaluat tlie overall quality of individual multiple choice

.
- a »
1tems. -

L1

- The test development guide can help teachers with minimal test construc-

tion training .and experience to improve their skill in test contruction, and
it will assist them to develop more reliable feédback: about how well they are

teaching and how much their students know. . ’ - ,
N n

Appendix F. is printed with written permission from the Educational Testing
r L4
Service (ETS), Princeton, NJ 08541, _Anyore .desiring to duplicate pages Qéqg

or 96 must obtain written permission frqm RTS. ’
cH °’-

. .




Multiple Choice Item Construction

-

Myltiple choice test guestion terminology

Hui$iple_ggoice item: 2 test question in which 2 number of alternative
. ) )
response choices are given-from which the correct answer is’to be

selected. Most such items use 4 or 5 choices, usuéliy identified by the

¥

letters A-E. : 3 .

N . " ' ~

-

Discrete item: a ﬁgngle multiple-choice question, including the choices.

Stem: }fhe initial part of the item 1&?‘ﬁ%ﬁ the task is delineated -~ it

may be a question, directiops, ‘or.am incomplete statement. .
3 : .
. “,
Options: all the choéges in an item.
Kez:” the correct answer.

Distractors: .the incorrect options -

' 4

Tllustration:

Discrete'ltem

Wh1ch of thg following was the primary.purpose for wh1ch
craft guilds were formed 1n the Middle Ages?

. 3

, N
(A) The training of new workmen. | -T]

(B) ‘he distribution
. Distractors
(C) . The social and political ~ :
advance of their members.... ) .

(D) The control of town govts..
. C

(E) The regulation of production.

Ttem Sets: two or more items based on a common passage, problem, graph
exper1ment, chart, or other stimulus matnrials.

&




Please use the following as a review checklist after compietion of your, test

item. Each of the following statements should be checked ( ) upon completion.

e
L

If any of the statements do not chafacterizg your test item, it should be

1

4

revised to meet the checklist criteria. . ’ ) ',
. Fel -

Y . A

' . [ N

Does the stem present a s1ngle def1nlte problem°

Does the problem presented in the stem adequately test the
performance objective?

Is the problem presented clearly and s1mp1y? The item should not be
a test of reading ability. ) .

N @

Is all the information present‘;n the stemlan order for the examinee
to understand the intent of the item?’

Are the options presented clearly and simply?

-

Are all the repetitidus wordings removed from the optigﬁs?

-

Are the options grammatically correct as completions of the stem?
Are the options written in paralled form?

“ Are the distractors properly worded so that they are not too .,
technical? . .

Are”al] of the options written ;so thay they are not synonymous w1th
any other dlstractor in the item?

Is the correct response the one on which competent cr1t1cs would .
agree?

-~ & -

Are dptions such as "none-of these," "all of these," etc., avoided?

Arexgifect opposite ‘pairs of options avoided? )

u

P_—
L]

Are the distrg%tors written so that they afe'not‘significantly
different from the correct response with respect to: ™.

»

Wordrng, phraseology?
Grammat1ca1 construction9

Length?u

/
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redltatlon (see Evaluatlon Hodels)
T A rnzstfat1ve Procedures .
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~ curriculum de31gn, 8-9
. evaluatlon, 13-14
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.llaison activities, 10 -
-placement and follow-up, 12
. recruiting and advising, 11
staff development, 9
studenX relatedl activities, 11
"Affective (see Domains)
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(see also CSE Hodel)
Anderson, Scarvia B., 53
Appendipes, 17-94 ..

Ball, Samuel, 53 . °
. Bloom, Benjamln 5., 1?

_ Brrckell Harty M.,
Cashin, William E., 78-81
CIPP Model (see Evaluation Models)
CSE Model (see Evaluation Models)
Cognitive (see Domains)
Course Evaluation Criteria, 63-68
Criterion Referenced (see Evaluation

- Techniques)— i

%

Domains (see also Taxonomies)
affective, 27-30 .
™ cogpitive, 22, 26
psychomotor, 30-32

Evalvation, 1-
criteria, 7-14 - |« -
design, 3
external, 4
feedback, 2
process; 1
plan, 2 °
planning, 3 »

Evaluatlon Infoymation Chart., 62

Evaluation -Models, 35-51
accreditation, 36-38
Tylerian, 38-40
CIPP, 40-44

- (SE, 44-45
formative evaluation, 46-47
0.summative evaluation, 47-48

-

: »
single subject design, 49-51
Evaluation Question, 54 . .
Evalvation System, 53 T
- design of, 53-77
Evaluation Techniques
acheivement .tests, 15
criterion-referencead measures ,
16, 19-20 -
magtery, 17 *
noxm-referenced, 16 -

FBrmarivE.(see Evaruation,godels)
Guidance Progrém Edaluation, 86-87

Hansen, Kepneth H., 4
Harrls, Mn%or L., 18 .
Hemphill, John K., 5 ) v

Individual Reporting Form, 60"

Job Progress EValuation, 88-91

Mastery (see Evaluat1on Techniques)
Module Evaluation Criteria, 63-68
Moral-Ethlcal Consideratigns, 74-75

Needs Assessment, 4 «

y L]

Program Evaluatlon Critéria,
6 63-68 - .

Program Evaluation Review Technique
* (PERT), ¢9-73

Program Plan, 4

Project Director Activity
Evaluation Formﬂ 61

Y

Safety Evaluation, 82-83
Scales, 18
Single Subject Design
(see Evaluation Models)
Stufflebeam, Daniel L., 40-44
(see CIPP Model) .
Summative Evaluation
(see Evaluation Models) =~

Table of Spec1f1;\t10ns, §5-58

. Task Ass1gnment Check Farm, 59

Taxonomies, 20 “
analysis.of cognitive, 26
concept of, 21
deflnltlon ‘of, 21-22

-.095-10.5




cognitive structure, 23
copgruency, 23
decision making, 24 . . .
designing appropriate test 1tems ,~ 24
domains, «24-25
. ¢ledrning problem diagnoses, 24
learning to learp, 23
. level of cognitive, 26
range of objectives, 23

. reinforcing of learn1ng, 23 v
sequencing objectives, 23 .
use of, 20 .
vocational education, 23

Test Development Instrument Guide, 92-94

Tyler, Ralpha¥., 3840 .

s (see also Evaluat1on Models)

-

*

-

Vocational Needs, 4" - -

‘Youth.Oréanizapion-E&iluatiog, 44~85
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